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Foreword

Foy treatises. tales, or texts fulfill expectations: this one far exceeds them.
Be prepared for an instructive and constructive examinatitm of that elusiw
stremure called "the organization.- Although readers will not be dkip-
pointed, they are quite likely to discern, doubt, and perhaps discard nyAny
assumptions held near and dear for a long time.

The authors embark on a seemingly impossible quest to view order in
chaos, if not to bring order to it. They deserve high commendation fOr their
noble cause, higher for their conscientious effort, and still higher for their
obvious success.

Their cause is simple: to restore efficacythe ability to make a positive
difference in childrenS educationto the teachers in America schools. To do
so, say the authors, requires viewing and understanding organizations in
general, school districts and schools in particular, as nonrational.

Readers are urged to be undeterred by the enormous challenge laid
before them in the descriptions of the forces of change. Demographic shifts,
federal and state demands, collective bargaining, and teacher supply are
sufficient to overwhelm. But those who accept these as prelude and continue
reading will be rewarded

The bureaucratic model, or rational system, is compared and contrasted
with an emerging view of reality identified as nonrational. Imaginary but
convincing vignettes of typical school situations boldly highlight differences
regarding organizational goals, power, decision making, external environ-
ment, and teaching process.

The authors do more than advocate the nonrational model as more
responsive to the only certaintychange. They provide three strategies that
can create integrated organizational structures: managing the organizational
culture, strategic planning, and empowerment. Each is a fascinating concept
in its own right. Collectively they reinforce the potential of the nonrational
model to the school district.

The authors also devote some attention to the concept of leadership in
converting vision into organizational reality Successful leaders are expected
to create a flow of purposeful and unifying images throughout the organiza-
tional culture; to combine skills of historian and futurist in scanning, monitor-
ing, and interpreting the environment and the organization in strategic plan-
ning; and to enable people and units to access support, information, and
resources through empowerment.
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AltIviugh their praicipal focus is on district-level organization. tli ,.. au-
thors devote ample attention to applying the nonr.aional model at the build-
ing level.

The authors draw upon ;ociology, corporate studies, and effective
schools research to make their case. And they make it exceedingly well. In
sLich an involved comtruct. some meandering or loss of focus might he
expected and accepted. Such is not the situation. The story is crisp, clear, and
concise. It starts well, builifs at an appropriate rate, and comes together in the
final pages.

The hook has a significant lesson. For those who leain it, the restoration
of efficacy to schools in a nonrational world hecomes not only possible, but
probable.

GERALD R. FIRTH
ACC) President, 19:1)-87

vi



Introduction

CHANGE: THE ONLY CERTAINIT

In 1980, a newly appointed superintendent of schools called :he adminis-
trative staff towther and, as part of the introductory message, announced:
"You have been through sonie tough times latelyincluding a lengthy
teacher strike and serious budget strife. But I can tell you with sonie certainty
that we are entering a period of stability \Wye survived the crisis periods, and
you can expect very little change or disruption from the districts long-range

Today the administrative staff is stiil looking for signs of stahility Real-
istically, though, most of us in the education business have finally concluded
that change is the most stable thing on which we can depend.

Acknowledging that we are educating in an era of change and uncertainty
is not enough. We need to understand the major causes for these unstable
conditions and the consequences for educational practice.

Vi.. do know we are charged with educating a more complex and diverse
student population than ever before. Moreover, changes in the entire demo-
graphic character of the United States have drastically altered the social
structure. Consequently, our children have to be prepared for a world even
more uncertain than the world of today

But a changing population is only one force creating instability Federal
and state governments have lobbied for and legislated changes in a dramatic
and far-reaching effort to raise standards while providing equal ac:ess for all.
At the same time, the various constituencies that make up "the community"
for any educational system have expanded their demands and expectations.
Often, these expectations are contradictory as in the demands for increased
services and simultaneous cost reductions. More often, the contradictions are
subtle and ambiguous. dealing with shades of meaning, differing values, or
questions of emphasis. Sometimes the demands conflict with the legislated
mandateseither inadvelently, or on purpose.

THE CONSEQUENCES: A LOSS OF EFFICACY

This complex web of uncertainty conflict, and contradiction has reduced
public confidence in the effectiveness of our school organizations and the

vu
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people who work in them. Similarly. many edticators feel a loss of efficacy
the power to make 3 difference in children's education. Teachers feel a loss of
the power to make a difference when faced by children with more diverse
needs and by communities that seem only to criticize where once they
praised. Administrators wonder aloud what happened to the good old davs
when things were still under control. Such conflicting demands and expecta-
tions force a retreat to traditional methods and "safe- practices that. ironically,
don't work. There is even divisiveness within the ranks. Pitted against the
administration by 3 rocky history of collective bargaining, which has won
some measurable gains at some unmeasurable but significant costs, teachers
perceive little help forthcoming front their supposed leaders. Administrators
see their position and effectiveness eroded by the same history of events.

THE CORRECTIVE ACTION: PRODUCTIVE
SCHOOL SYSTEMS FOR A NONRATIONAL
WORLD

Fortunatek things aren't as bleak as they appear on the surface. First, the
recent research on effective schools points to clear direction for restoring
efficacy in an era of change. In addition to the literature on effective schools,
two other lines of inquiry are helpful in guiding educators. The field of
sociology issues a challenge to the belief that organizations are iational
systems. Instead, organimtions are more realistically described as nonra-
tional.' This change in model for thinking about organizations carries with it
significant implications for how school districts should approach organiza-
tional structure, planning, decision making, and leadership. Similar conclu-
sions have been reached in a different field. The corporate reform literature
on excellence contains some key findings from successful corporations.
which offer important direction for school districts.

Productim .S.chool ...rstems for a Nonrational Wbrld draws upon the areas
of sociology, corporate studies, and effective schools research to develop a
solid PAIndation for understanding how educational organizations operate in

nonrational world. Building on this foundation, we provide concrete exam-
ples of how this organizational theory translates into effective practices for

'se of the term "nonrational- does not mean that organizations don't make sense. It means
that they don't follow the ideal, orderly logic that rational organizational theory assumes. Instead,
they follow a complex logic that at times seems paradoxical or contradiaory, but that is
newrtheless understandable and controllable. Chapters 3 and 4 expand on the meaning of this
concept.

viii
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creating productive and inifi)Vative wg anizatitms. fin- implementing new strat-
egies of planning and decision making to make use of this new organization,
and for dcvefiiping the kind of leadership that assures the organizaiion will
produce a renewed sense of efficacy. While our primary focus is on district-
level organization, we also give substantial anentitm to applying the model at
the schtml level

Clearh; smile schoc)ls can go it alone. Our firm conviction, however, isthat the p(wer to make a sustained difference in scht )(fling can he hest
achieved thniugh the framework developed in this hook.
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Educating in an
Era of Change

INTRODUCTION

In this era of uncertainty, a few things are known for sure. Demands on
our schools and teachers have increased and changed in ways no one expected.

Children are entering our schoolhouse doors as a more diverse group
with more complex needs than ever before.

Demands emanating from state and federal levels exert increasing
pressures on schools to change.

Community expectations for schools have multiplied over the last
several years, and often these expectations conflict with the traditional mis-
sions of education, with state and federal demands, and/or with themselves.

Collective bargaining has had a major impact on ail aspects of
education.

The schools find themselves in a constant state of fiscal uncertainty
Retirements, defections from the teaching ranks, and an increasing

student enrollment are leading to a national teacher shortage.

,11
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Consequently. the educator's sense of efficacy the power to make a
positive difference in children's lives, is shrinking in the face of these forces of
change.

This chapter describes these forces at work. Since the foremost change
deals with the clients of education themselves, the children. we explore these
forces in greater depth. Although we treat the remaining forces somewhat
more briefly, we will show the emerging compleNity when these changes
interact with the changing clientele.

Ve look first at who the students are,' The picture can be tinsettlin.

THE FORCES OF CHANGE

Demographic Changes
Children are entering our schools from more distressed circumstances

than any time in history This picture contradicts our rational view of America
as a country where virtually all children have enough food, clothing, shelter,
education, health care, and family support Instead, we see an America where
demographic changes in many areas. including family structure, income, age
structure, ethnic makeup, and adolescent stress converge to describe a stu-
dent population very different from school children of the rst.

ilore students from diterse backgrounc& The United Stan experienc-
ing a marked shift in racial compositkm, particularly in tio school-age
population. Currently, 25 percent of that population is from minority back-
grounds. However, in all but two of the 25 largest school systems, seven out of
ten students are minorities. In addition, our country is educating and socializ-
ing the greatest wave of immigrants since 1902, about 1-i million people. Most
come from nonAWstern cultures and language groups; while A5 percent are
illiterate in their own language, others are so brilliant as to shake our
confidence in our own backgrounds.

More cbildren from nontraditional families. The typical American family
of the 1950sconsisting of the father at work, the mother at home, and two
children at schoolis the mythical family of the 1980s, representing less than
10 percent of all families. Increased divorce rates contribute to much of the
change in family structure. So do the remarriages of divorced people, creat-
ing instant new family arrangements, few of which are well understood and
most of which affect children. Given current trends. approximately half of the
children living in the United States today will spend some part of thcir life

This section draws (01 a variety of demographic sources. For a summary, see Feistritzer
(1985a) and Hodgkinson (19851.

2 12
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prior to age 18 living with one biological parent. The need fiw such a term as
"biological parent- is itself an indicator of powerful change at work.

More poor children. In 1982, the official Census Bureau measure of
poverty rose to the highest rate since 1963: I I percent for whites. 26 percent
for I fispanics. and 3-1 percent for blacks. In particular. children are dispropor-
tionately poor. Since 19-'9. the number of children living below the poverty
line has increased to the point that about 25 percent of all children under the
age of 18 are living in poyertyone out of two black children, two out of five
Ilispanics. and one out of seven white children.

ore adolescent stress. Several different indicators point to the fact that
adolescents are experiencing more stress in their lives than ever before. The
abuse statistics show that in 1983, 1.5 million cases were reported, an increase
of 200,000 from 1982. Nationally suicide is the second largest killer of
persons 15-24 years of age.

Sexual activity among adolescents has increased by about two thirds in
the last ten years. According to a recent study, the United States leads virtually
all developed countries in rates of teenage sexual activity births, and abor-
tions.

More children With handicapping conditions. Since adoption of
94-1-12, we have mainstreamed over 600.000 students. With the exception

of profoundly handicapped children, these young people now receive their
education in the least restrictive environment possible. Teachers fed caught
between the praiseworthy intent of this legislation and the real difficulties of
implementing it, especially when they have no formal training in how to do it.

These demographic changes profoundly affect the educator's sense of
efficacy As more children conic to our schools hungry deprived in other

aild from poorly understood social and cultural conditions, teachers
find that they must attend to sonic very basic needs before quality learning
can occur. Without formal training in appropriate teaching techniques and
minimal adaptations in curriculums, teachers report a growing sense of
inadequacy in reaching many of these students. For example, teachers con-
firm that academic learning time competes with time students need for
coping with more basic matters that have little to do with schooling.

Even though these demographic changes have had the most telling
impact on changes occurring in our schools, educators are quick in pointing
to other significant forces at work.

Federal and State Demands
Spurred by the various national reports, federal and state legislatures

have ridden into the fray to save schools with the dual goals of raising

3 13
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standards and being reelected. Legislation has variously increased graduation
requirements, required minimum competency testing for teachers and stu-
dents. defined what textbooks should contain, authorized longer school days
and rears, supported early childhood education and birth control for teens.
and advocated merit pay and career ladders for teachers. Never has so v:U4
and specific an educational agenda been set by noneducators (Kirst 198-11

Consideration of the impact of such reforms by the legislators has
generally been simplistic. Most of the reforms, and the reports they are based
on. can be distilled into three themes: higher standards. common leaner
curriculums, and fewer student options. According to Ravwid. Tesconi. and
Warren (198-1). these themes are impoverished in at least six ways. The

reports and !egislative actions:

1. provide little convincing evidence for their major claim that schools
are failing:

2, judge schools on only one of their many missionsthe academic
one:

3. provide no logic for the effects that might come from the proposals!
pay slight attention to the forces that link school success to class, race,

ethnicity, and gender:
5. isolate schools from their external policy environment, most notably

in not identifying funding for the reforms: and
6. present little attention to educational purpose: they demonstrate no

vision.

Clearly teachers feel that they have been consulted about none of the
proposed reforms such as career ladders, merit pay, and competency testing,
even though much of it was done in the name of improving the profession.
But its impact is already being felt on their lives.

Growth in Community Expectations
There was a time when the purposes of schooling were virtually un-

challenged. But today, various constituencies within the community expect
the role of the school to be expanded in regard to their particular issue. At the
same time, other constituencies claim that the schools have taken on too
much. Schools are expected to teach English as a second language and
provide instruction on sex, health, computers, drugs, peace, nuclear issues,
and driving cars. Schools should do all this while building character, return-
ing to the basics, desegregating society, plus ensuring excellence and equity

And, we should do it all for less money This view is held by many
citizens who, because they have no children in the schools, apparently feel

1 4
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that they have no direct stake in the quality of education. Americans over 65
outnumber today's teenagers. They are a powerful interest group, voting more
than any age group while drawing support from all ounger adults advocating
for their parents' and their own retirements. Over -0 percent of 01.11' country's
families have no children in school. It will take very persuasive tactics to
convince these people that education is a citizen responsibility, not just a
parental responsibility, in order that a healthy society be maintained.

The Constant Fiscal Crisis
Taxpayers have effectively revolted against the property tax in efforts like

Proposition 13 (California) and Proposition 21/2 (Massachusetts), gutting pub-
lic education of its resources. Failed levies and bond referenda are routine.
Cost is usually the first consideration in any new proposal. Educators fran-
tically juggle the books and reallocate resources in order to meet the expand-
ing demands while trying to conduct reduction in force programs with as
little disruption of service as possible. People sav close schools and save
moneyuntil it's their school, when they turn around and fight the proposed
cost savings. Revenue shortfalls, changes in land values, and industry requests
for tax give-backs so they can survive not only affect the schools, but do so
willy-nilk in ways hard to foresee. A recent Gallup PA! (Gallup 1985)
indicated a majority of the national sample ( 52 percent ) would vote against
raising ta.xes for the schools, even if the local schools said there Nvas a need.
Even parents with children in the public schools failed to turn out a majority,
with only 46 percent willing to vote for such an increase.

The Impact of Collective Bargaining
Another significant force affecting education has been the rise of collec-

tive bargaining. Johnson (1984, p. 5 ) has remarked, "Collective bargaining
has, various authors conclude, increased the formal authority of teachers and
restricted the formal authority of principals, centralized and standardized
school practices, redefined and reduced teachers' work obligation, and in-
creased teachers' job protection."' Even those who would moderate this claim
find it difficult to deny that collective bargaining has, indeed, contributed to
the changing conditions in education. It has formalized in many ways the
relationships between and among school people, parents, and children.

Decline in Quality and Quantity of Teachers
Projections from the National Center for Education Statistics indicate we

will need to hire 1,65 million additional teachers in the next eight years to
meet demand (Feistritzer 1985b, p. 8 ). According to Linda Darling-liammond

5 15



PM)11.1'(11\T SC1hX)1. SNSTENIS FOR A NONRATI()N.V. WOR1.1)

(1984), this situation is partly caused by disgruntled teadiers leaving the
profession and compounded by the fact that teachers who are most dissatis-
fied with the profession are those with the best academic preparation.
Based on current data, teacher vacancies will be tilled by college graduat.2s
who score among the lowest on national tests and who have lower grade
point averages than their classmates entering more "lucrative- careers.

Many important questions are raised as teacher preparation institutions,
state certification departments, unions, and local school districts struggle with
this projected shortage. Teacher preparation institutions, smarting from criti-
cism of their current programs, are looking to upgrade the quality without
discouraging prospective students. State departments would like to make
certification tougher. Unions would like to keep the supply side down so the
demand side, and the price of teachers, could go up. Scl- districts know
they will need a lot of new teachers soon, and would prefer that numbers and
quality would be up, but price down.

A DECLINING SENSE OF EFFICACY

Earlier we defined efficacy as the ability to make a positive difference in
studentt lives. Particularly in the face of the powerful forces we have just
outlined, it is not surprising that educators sense of efficacy is declining. M
Darling-Hammond (1984) points out. even the altruistic reward of seeing
young people grow has declined as the nature of teaching has changed.

A FOUNDATION FOR RESTORING EFFICACY:
PRODUCTIVE SCHOOL SYSTEMS FOR A
NONRATIONAL WORLD

One could conclude from our remarks that there is no hope. Nothing
could be further from the truth; there is light at the end of the tunnel and it is
not the headlight of an onrushing locomotive. Educators' sense of effective-
ness and importance can be restored.

First. however, a new foundation must be built for understanding our
organizations. This will vequire personal effort on the part of educators and
lay leaders in understanding a new way of thinking about the world of school
organizations. But. once that effort is undertaken, a foundation can be built
for effective action.

We believe this foundation, and the framework built on it, represents a
step forward in the maturation of our knowledge about how educational
organizations work. Because the forces outlined in this chapter have created
much of the instability we all sense but have trouble articulating, we are

6 1 6



EIW(AFING IN AN ERA ( W CUANGE

compelled to step back and rethink how our world in general, and school
districts in particular, operate within a framework of rapid change.

Throughout this book, we will argue that these forces ofchange can be
understood and successfully managed: that a sense of efficacy is yet possible.
Ve educators can regain that sense, if we are willing to try a different wav of
thinking about our world and our organizations.

Because this different way of thinking challenges current assumptions, it
m:iy be difficult initially for some people to accept. But our approach will
have three main virtues for practitioners: first, it will "feel right- in its
descriptions of the world in which schools operate; second, it has been
demonstrated to work in the challenging wodd of private enterprise; and
third, it will provide specific directions and a unified method for understand-
ing and working in the existing world of school organizations. While our
major emphasis will be on the restoration of organizational efficacy, the
strategies presented for making organizations effective are designed ulti-
mately to empower those within the organization to make a positive dif-
ference with children.

ASSUMPTIONS: OLD AND NE 1/
The world is characterized by change, and schools are struggling to

respond. We suggest that the prevailing way of thinking about school organi-
zations conies from five entrenched assumptions about the world in which
educators work. Somehow these assumptions have escaped close examina-
tion, even in light of the changing conditions we have discussed. Throughout
this book we will consistently challenge these old, entrenched assumptions
and demonstrate that a new set of assumptions more accurately describes the
world in which we as educators work. For now, we offer a taste of what's to
come. Below we summarize the contrast between the old and the new along
five dimensions.

1. Organizational Goals
Old Assumption: School systems are guided by a single set of
uniform goals.
New Assumption: School systems are necessarily guided by multi-
ple and sometimes competing sets of goals.

Power
Old Assumption: Power in school systems is (and should be) lo-
cated at the top.
New Assumption: Power in school systems is distributed through-
out the organization.
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3. Decision Making
Old Assunpion: Decision making in school systems is a logical
problem-solving pr.)cess that arrives at the one best solution.
.Vere Assumption: Decision making in school systems in inevitably a

bargaining process to arrive at solutions that satisfy a number of

constituencies.

-I. External Environment
Okl Assn/1311On: The public is supportive of school s.stems and

influences them in predictable and marginal ways.
.Veu. Asumption: The public legitimately influences school systems

in major ways that are sometimes unpredictable.

5. Teaching Process
Old Acsumption: There is one best way to teach for maximum
educational effectiveness.
New Aisumption: There are a variety of situationally appropriate
ways to teach that are optimally effective.

FROM ASSUMPTIONS TO PRACTICALITY

Where do all of these assumptions lead us? To begin with, let's see ..,.here

the old assumptions have taken us. The traditional sdiool organizational
assumptions outlined above underlie what is called the rational model of
organizations. This rational model leads to a segmented organizational struc-

ture. According to Kanter (1983), segmentalism is concerned with compart-
mentalizing things and keeping them isolated from one another. Such an
organizational approach defines problems in a narrow perspective, indepen-
dent of their context within the larger organization. We concur with Kanter

that the segmented organizational structure founded on the old assumptions
is inelastic and incapable of adapting to the changing realities facing contem-

porary organizations.
In contrast, the new assumptions lead to a new perspective we call the

nonrational model of organizations. This model, in turn, leads to an inte-
grated approach to organizational structure. As conceptualized by Kanter
(1983), integrated thinking moves beyond received wisdom to combine ideas
from multiple perspectives into meaningful wholes. Issues are seen in con-

text of the total organization. This nonrational model, with its integrated
organizational structure, is responsive to the changes we have described in
this chapter. And, as we will demonstrate in the chapters to come, adoption of

8
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this view leads immediately to three strategies that can create those integrated
structures. These strategies are immerging the organizatioital culture, smile-
gic planning. and empowermew. Each is the subject of a chapter. Finally, we
develop the concept of leadership in the context of the nonrational model for
organizations, including the skills by which a leader implements the strat-
egies leading to integrated structures.

Throughout this book, we will build a strong case that the nonrational
model is our best bet for creating school systems that work most effectively At
this point, educators may raise two objections as we begin to build our case.
First, they mav object that we are discussing matters far removed from the
front lines of teaching and learning. Second, they may protest that our
borrowing from the private sector literature on organizations is inappropri-
ate. They will point to a basic difference: clucation has no firm and clear
"bottom line- to measure success like the profit margin does in business and
industry They will assert that this difference is fundamental, and little transfer
between the two worlds is possible.

We both agree and disagree with the first objection. In this hook, we are
creating a framework for thinking about school organizations. \Xi! are not
talking about the quality of instruction in schools, as important as that is, but
about changing the behavior of organizations. It should he clear that organi-
zational behavior can affect the quality of instruction. Neither are we talking
about improving curricular content, but we are talking about ways to make
wise decisions about such content. Obviously, then, discussions about organi-
zational variables can he relevant to teaching and learning.

We reject the second objection. We admit that we will not say much about
educational bottom lines other than some very general remarks. Rather, our
discussion focuses on organizational criteria that, when realized, can achieve
output criteria set by individual districts. These organizational criteria include
the ideas that a good organization is flexible, uses integrated structures,
monitors its organizational culture, develops strategic planning techniques,
and empowers its people. However, each district will have to set its own
output criteria and gather appropriate data to assess the degree of successful
achievement.

Ve argue that the nonrational model will improve teaching and learning,
which, after all, is the bottom line of education. Within this mission, organiza-
tions will have a variety of sh6rt-, medium-, and long-term goals that may
conflict internally as well as with those of other districts. Disagreements can
set in as educators get more specific. Leaders have some obligations to bring
order to goals that go astray in this world. But they must not do this in a
simpleminded way. We will argue that the nonrational approach provides the

9ij
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most effective way to bring creative and effective order to the complexities of
conflicting and competing goals.

Before developing this model, it is appropriate to discuss in more detail
the assumptions and concepts of the rational model that itts shaped school
districts and given education much of its present character.

10
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2

The Prevailing Condition:
Educational Organizations

as Rational Systems

INTRODUCTION

For most of this century, the rational model has been the dominant
framework for explaining and analyzing how organizations work. The study
of educational organizations shows no departure from this trend. Tradi-
tionally, the actions of educational policymakers have been based on the
assumption that educational organizations are rational systems (Callahan
1962). In general, "rational- implies reasonable, sensible, and having exer-
cised sound judgment. Applied to organizations, to behave rationally is to
behave logically, making clear connections between goals, organizational
structures, activities, and outcomes. Although many educators will argue that
this is the way school districts should function, the major intent of this chapter
is not to argue for the rational model as a basis for describing what ought to
be but rather to describe a deeply rooted conception of how school districts,
as organizations, do function. It represents one view of reality as documented
by organizational theory and organizational practice. Specifically, in the next
section, we illustrate this image of reality through a brief hypothetical case
study of the Omega School District applying the rational model to a key set of

11
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decisions. In the final section. we amplify the meaning of rationality by
examining the rational model along five dimensions of educational organiza-
tkms: ( 1) orgAnizational giials. (2) power. (3 ) decision making. (4) external

environment. and ( ) teaching process. Befi we diving into an analysis of these
concepts. let's focus on a rah( mal school district in action.

THE OMEGA SCHOOL DISTRICT STUDY
In September 1980. Omega Superintendent of Schools Barbara Howell

called the senior ldministrative team together for an important meeting. A
condensed version of the meeting is described below. Superintendent Ilowell
began the meeting lw reviewing fin- new team members the pohcymaking
process in Omega District.

For those of you new to the team, it may he helpful to outline how policy is
determined in our district. Of course, ultimately policy decisions are made by the
hoard of education. I listoricalh: though. the senior administrative team identires the
most important goals the district should address in the next three-year cycle. This is
acwmplislied through a very calculated process involving this team's perceptions of
the needs of the organization. put it Mundy. if we are going to be held responsible
for leadership ill this district. w should be in a position to determine the direction of
tile district. Once direction is set, it also hecomes our responsibility to see that the
goals are clearly transmitted to all levels of the district, culminating in a set of
instructional objectives that are taught in the classroom. Now I know that places a
heavy burden on all of us in the room, hut there is no way to duck it. 11,1! are ultimately
accountable to the puhlic for what goes on in those classrooms.

Once we set our instructional goals. we have a carefully defined training process
for teachers in preparing them to implement goals. Next, we always ex Aluate Gur goals
by linking performance of students to the goals of the organization. This is the uue t.st
of our efficiency in delivering on our promises.

Mmittedly, sometimes we nliss the mark because we aren't aware of information
that would have affected our decision. When this happens, we reconvene this team
and, with the added or new information, make necessary adjustments in policy and
goals. which get translated into revised practices in the classroom.

This is the approach to decision making we have ahvays followed in this organiza-
tion. I believe it is the rational way to run an organization. And. so the literature tells

us. it is the hallmark of successful organizations.
With this hit of history for background, let me relate it to our present issue.
As you well know, the topic of computers continues to he an important issue.

Although very few school district.s at this point have ventured into this arena in a
serious way, I am convinced that Omega DWrict needs to determine the most.efficient
use of computers in our district and proceed to develop a three-year implementation
plan. I have discussed this issue with each of you independenth; and I feel there is
unanimous support to go full speed ahead.

Therefore, I have asked Assistant Superintendent Leonard Hansen to form a task
force of the instructional coordinators, make a detemination of the most efficient use
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of computers in Omega District. and report recommendations to this administrative
team within six months. At that time we will present a three-year plan to the hoard.

In the meantime, it would not he efficient to purchase any more computers
without clear direction based on the district's goals for computers. Since we have a few
scattered computers in the district, I'm asking Dr. Hansen to please direct the princi-
pals affected to hold hack on using their units unal the district can conic: to grips with
a long-range plan.

Any questions?

After several clarifying questions were asked and answered, Assistant
Superintendent Hansen set about the task of briefing the committee of
instructional coordinators on the nature of the issue, then developing a plan
of action as described below

Hansen's committee agreed that the first step was to review the literature
on computers and determine the available options for consideration by the
district. After three weeks of intensive study, a volunteer who researched the
literature reportec' that computer use could be broken down into four major
categories:

computer-assisted learning,
computer-managed instruction.
wmputer literacy and
administrative applications.

In deciding which of these uses to be given first priority in the Omega
School District, the computer committee felt the most logical approach would
be to apply a common set of criteria to each computer application. By asking
the same questions each time, the committee could compare the various uses
of computers and arrive at a solid recommendation to the senior administra-
tive team.

After much discussion, the committee agreed to aprly the following
criteria to each possible use:

What is the educational justification for this use?
Where can this be used most efficiently?
What are the costs associated with this use?
Is this use cost effective?

A lot of hard work yielded a determination of which computer applica-
tions were cost effective. Next, the committee needed to decide which com-
puter uses have the highest priority They applied four steps, outlined below,
to arrive at their decision:

Rank order the cost-effective applications according to need.

13
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Calculate how much equipment is required to serve the students.
Calculate the estimated price associated with decisions in step two.
Compare cost estimates to budget estimates and adjust where

necessary.

After agonizing through this process. the committee concluded that
computer literacy should be the priority for the Omega School District. and
that a second-level use. computer-assisted learning, should not be a district
goal until the first priority was achieved throughout the system.

The next step in the prck-ess waS u deed( a set of instruc(ic mal
objecti es and accompanying teaching methods to best achieve the organiza-
tion go:t. of computer literacy After reviewing many curriculum guides, the
committee settled on a computer literacy package developed by the San
Amigo, California, School District. This package contained instructional objec-
tives for each grade level. K-12. as well as teaching strategies to reach those
objectives. Also included were test instruments correlated with the ohjectiv,:s
so that the district could easily demonstrate its ability to achieve the organiz.a-

tional gcul of c()mputer literacy
Plan in hand, the computer committee presented its recommendations

right on schedule to the senior administrative team. Superintendent I lowell
led ne team through a structured workshop to revim the committee recom-
mandations. After modifying sonv: of the recommendations, the senior ad-
ministrative team voted unanimously to forward the plan to the board of
education.

About seven months from the initial meeting with the team, Superinten-
dent Howell ck-heduled a meeting of the board of education. Howell began
the meeting:

Members of the hoard. I have called this meeting tonight to provide you with a set
of recommendations in the area of computers. Before I get to the recommendations I

want to review for you the steps the administrative team took to arrive at our
recommendat ions.

Howell proceeded to describe the very rational process used by the
senior administrative team and the instructional coordinator committee. She
talked about the need to set organizational goals, identify the most important
issues, gather all available information, consider all possible options within
reach of the committee, and arrive at what they considered to he the hest
decision through professional judgment that maximized the attainment of
organizational goals.

Howell concluded that she felt the recommendations were sound pre-
cisely because of the rational, problem-solving approach that had been fol-
lowed, and she urged approval by the board.
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After a brief discussion. the board unanimously approved the superin-
tendent S recommendatims, pending a public hearing on the topic.

The next week a hearing was conducted, and 30 community members
registered to speak. All but one speaker gave unqualified endoNement to the
plan and commended the superintendent for such a thorough process to
arrive at the recommendations. They wmplimented the wealth ofexpertise in
the district and felt that the district should have the right to implement any
decision that was based on the best professional judgment of the organiza-
tion. The lone dissenter argued that computer-assisted learning WIL+ the wave
of the future and should be the number one priority of the district.

At the next board meeting. individual board members commented that
the community had responded in a manner that was predictable, reflecting a
rather stable pattern of community support over the last several years. Then
the board formally voted to support a policy directing the Omega School
District to develop and implement a three-vear plan for teaching specified
computer literacy objectives in all grades, and subsequently to measure the
effectiveness of this goal through tests designed to match the objectives.
Based on the evaluation results in three yeari, the hoard would decide
whether to continue, modify or drop the computer literacy goal.

Admittedly, the Omega School District study is fictitious. It is also
exaggerated to drarmize the rational model in its purest sense, but nev-
ertheless it describes an ideal that many school districts persistently try to
implement. Consistent with our definition of rationality people in the Omega
District behaved in a logical fashion, designinga decision-making process that
maintained a diiect relationship between goals, activities, and expected out-
comes. To the policymakers of the district, this logical course of actionwas the
correct course of action because it fit with their rational view of reality

However, in order to have a more comprehensive understanding of the
rational model, we need to move beyond terms like logical and reasonable.
The next section draws on the Omega example as we examine in more detail
the meaning of rational systems.

RATIONAL SYSTEMS

As sociologists study organizations, they carve them up in various ways to
look at the respective parts.' No t!.pology has been acknowledged to be the
one best wav to describe and understand organizations, but five distinct

' For an ovemew Of typologies of organiutions, see W R. Scott, Organizanons: Rational,
Aatural and Open .$)Ntems (Englewood Cliffs. NJ: Prentice-Hall, 1981). chaptc r 2.
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categories are recurrent in the literatur-2: ( ) organizational goals, (2) power.
(3 ) decision making, (.1) external environment, and (5) technology (or, in
education, teaching process). Ve will apply this framework to our study of the

rational model.

Organizational Goals
Indelibly printed on the calling card Gf every rational organization is the

motto, "We are goal oriented.- To believe otherwise is to dis"vow the trade-
mark of the rational model. This goal orientation permeates both the values
and actions of school districts. They follow the logical process of setting goals,
designing the most efficient strategies to implement these goals, and evaluat-

ing whether the goals have been accomplished. Even district policies are
deMgned to improve the operation of the goal-oriented process: these pol-
ides tend to emphasize outcomes, accountability, and efficiency

Since the organization's goals set the tone and direction for how the
school district operates, they must be clearly stated and thoroughly under-
stood by members of the organization. In general, the rational syst,..al cannot
tolerate unclear and misunderstood organizational goals. MurVied or con-
fused goals can lead to inefficient operating procedures and misdirected
resources. To do this flies in the face of the meaning of rationality Superinten-
dent Howell of the Omega School District took a strong stand, arguing that
before the district committed resources and energy, clearly defined direction
for the use of computer technology was needed.

In rational systems, it is assumed that goals remain stable over time. This

characteristic is critical to the long-term efficiency of the organization. As
school districts invest scarce resources in efforts to achieve their goals, they
cannot afford to be changing their goals constantly and thus changing their
operating procedures. It becomes an expensive way to do business and hard
to justify in the eyes of the taxpayer. Besides, stable goals create a sense of
confidence within the district and to the public that the district knows with
certainty what children will need well into the future.

To chart district direction, goals in a rational system are set by the leaders
of the district. Since senior school district administrators and the board of
education are ultimately held accountable for the success of the district,
logically they should have a heavy hand in determining its direction. Through
the investment of time and energy in arriving at goals, the leaders understandably
develop a strong commitment to assuring that these goals are implemented.

In fact, to assure that organizational goals are realized, leaders within
rational systems take the necessary steps to see that the goals are translated
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into specific objectives within subunits of the organization. In the case of
instructional goals, the top-down transmission ideally results in lesson plans
that are correlated with the overall educational goals of the district.

Vithin the Omega School District, the selection of computer literacy as a
goal set in motion a series of training sessions for teachers designed to help
them understand the district's definition of computer literacy and to train
them to implement the new curriculum. In this way, the senior administrative
team felt confident that the goal of computer literacy would be reached.

In summary organizational goals within a rational system reflect a view
of reality that says: (1) organizations are goal oriented; (2) these goals are
clearly stated and understood by members of the organization; (3) once
stated, the goals remain stable over time; (4) to chart district direction, district
goals need to be determined by the leaders of the district; and (5) organiza-
tional goals gain strength by being translated into precise objectives within
the district's subunits, taking final root in the lesson plans of classroom
teachers.

Power
"Power" is a loaded term. Depending on the audience, it can connote

negative, as well as positive, messages. The word also has multiple nuances
such as reward power, expert power, coercive power, and legitimate power
(Kamer 1977). In studies of power, these fine gradations may be important.
For our purposes, a more general definition serves equally well. Within the
context of this discussion, power is the ability to mobilize energy within an
organization to achieve identified goals. In short, it is the ability to "do," and
thus it means having access to whatever is needed for the doing (Kailter
1977).

In rational systems, the formal organizational structure is the basis for
power. The organizational chart provides clear evidence of the power rela-
tionships among those having various positions in the system. Organizath,nal
members understand that to have influence in the system, they need to follow
tha bureaucratic chain of command. To violate this procedure is to violate one
of the deeply rooted norms of rational systems.

Also, in rational systems, power comes in fixed quantities; there is a limit
on the total "units" of empowerment available to the organization. For one
person to gain power, someone else has to give up a comparable amount.
This sort of scarce, finite resource becomes viewed as a precious commodity
Those holding the most power units hold the bulk of control over the
organization's energy and direction.
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Most power structures in rational organizations have the familiar pyra-
midal look. The real power to make things happen draws heavily from the top
of the pyramid. The board of education and the superintendent wield the
most influence. They have the vested av'iority to ml'ke the most important
decisions. That is, they are empowered to set and carry out the organization's
goals. Since power units are scarce and finite, power begets power. Admin-
istrators who are already acknowledged to have power through the organiza-
tional design can be morc influential in getting people to do their bidding. By
being able to mobilize resources due to their positiou in the organization,
they reinforce the fact within the organization thzt: the top segment of the
pyramid has the most units of power to get things done.

In order that organizational goals may be carried ow effectively, the
rational model demands tightly coupled connections in the organizational
structure. For example, if the superintendent expects the district goal of
computer literacy to be realized, he or she needs to know with confidence
that these expectations are clearly conveyed to the principals, who, in turn,
clearly and precisely translate these expectations to the classroom teachers.
Without such tight coupling in place among the many levels of the district,
centralized power loses its grip on assuring the efficient implementation of
organizational goals, particularly at the classroom level.

In rational systems, success is achieving organizational goals. As people
within the organization demonstrate their ability to deliver results, the power
brokers empower those rising stars through promotion to demonstrate fur-
ther their ability to create success. Of course, accompanying added power
through promotion is added accountability Within the rational model,
accountability is defined as the responsibility for demons:rating that out-
comes have been met and that they fulfill t'ae expectations designated by the
organizational hierarchy So a spiral effect is set in motion. With demonstrated
success, individuals are promoted; promotion carries with it more account-
ability which is associated with more leverage to mobilize resources. Since
the mobilization of resources to get things done is the crux of power, moving
up the organizational structure supplies greater doses of power to achieve
organizational goals.

For example, the senior administrative team of the Omega School Dis-
trict was the recognized power bloc. They determined organizational goals.
They controlled the available resources to see that the district's goals were
achieved. With their collective wealth within the district's scarce supply of
power, they even sought to govern how teachers should approach teaching
the computer literacy curriculum. By empowering those at the top of the
organizational structure, the district assumed that important decisions
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throughout the organization were carefully correlated with the official goals
of the organization.

Decision Making
Like the other dimensions within the rational model, the decision-

making process follows an efficient, orderly pattern. Since the organization is
goal oriented, decisions can't be made in the absence of goals to provide
direction. The goals are determined through a logical, problem-solving pro-
cess. In addition, as mentioned earlier, organizational goals are clearly stated,
understood by the members of the organimtion, and remain stable over time.
Not surprising4; the leaders in rational systems rely heavily on the organiza-
tional goa:s to guide organizational decision making.

Decision making in rational s stems focuses attention on those issues
considered most important to the overa!:, long-term operation of the district.
An efficiently operating school Oistrict can't justify the expenditure of re-
sources on inconsequential issues, while major issues scream for action. The
rational model not only assumes, but goes to great lengths to verify that a
rational process is in place to determine which issues are the most significant
to the goals and efficient functioning of the school district.

Once an issue has been identified, the district mobilizes resources to
gather all the available information on the topic. Lack of information could
result in making a poor decision, and the rational system has little tolerance
for sloppy work. With information in hand, the decision makers consider all
possible options, weighing carefully the relative merits of each option as it
relates to organizational goals.

After all the data are in and analyzed in a very systematic wa; the decision
makers arrive at a one best solution, which maximizes the desirable out-
comes for the organization. Realizing that many competing forces try to
influence these decisions, those charged with making the difficult decisions
remain faithful to the process of assuring that the final solution is in the long-
term best interest of the district.

Omega School District followed this decision-making process as it grap-
pled with the tough issue of computer use in the district. Superintendent
I iowell initiated this rational process by declaring that a goal of the district
should b.2 the most efficient possible use of computers in the Omega School
District. She then outlined an approach that consisted of formii ig a task force,
studying all sides of the issue, and reporting recommendations within a
specified time period. Consistent with the rational model, the appointed task
force conducted an exhaustive review of the four major uses ofcomputers in
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school districts, applying a common set of criteria to each application. Finally

the task force presented the recommendation that they thought w-as in the
long-term best interest of the district. This rerommendation was systemat-
ically reviewed by the power structure and presc sued to the board of educa-

tion for formal approval.
!laving used a rational approach to decision making, the Omega District

took great pride in the outcome of its systematic efforts.

External Environment
To educators, the external environment means the world outside the

school district. It contains all of the various forces residing outside the
organizational boundaries of the school system that seek to exert influence
on the Operation of the school. School PTO groups, community agencies, and
special interest groups are examples of the external environment.

The rational model ereats the external environment exactly as the label
says: external. There is not a substantial mixing of the internal with the
external. More pNcisely, the external environment interacts with the district
only at the periphery of the organization's territory It does not intrude during
the internal decision making of the district, waiting instead to respond after
decisions are made internally

The rational model also assumes that the external environment acts in a
stable and certain fashion. As the district considers the various options in a
given issue, the community's views and responses can be anticipated. The
stability and certainty of the external world contribute to stability within the
rational organization.

Another stabilizing feature of the external world is its acknowledgment
of the expertise of the school district to make its own decisions. Because
school district officials are the ones professionally trained and selected to
deal with school issues, those outside the organization see no need to
interject their own expert advice. Official power to make organizational
decisions is vested in school officials, and the external environment respects
the professional skills of the district staff

Within the rational view of organizations, the peaceful coexistence be-
tween the school district and the external environment can be attributed
largely to the school district:s ability to understand accurately the world
beyond the organization. Being able to make sense out of the external
environment minimizes the energy spent on worrying about what these
outside forces might think, say or do to upset the direction of the school
district.
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The external environment in the Omega School District example be-
haved in just such a rational way It did not interfere with the internal decision
making of the distric. -egarding computers. When the community did react,
the response was predictably in support of the district's recommendations,
acknowledging the thorough and professional approach the district took in its
deliberations. In short, the Omega District conducted business as usual.
Although the district stole an occasional glance at the posture of the commu-
nity, it felt confident that the rational process would prevail, r.fsulting in
community support of district recommendations.

Teaching Process
If the instructional goals of the rational organization are to find their way

to the district's classrooms, the goals must be supported by a clearly concep-
tualized framework containing the best of what research has to say about
good teaching. The rational model demands clarity of goals and efficiency in
the delivery of goals. Therefore, the rational school district insists on a
conceptual framework that most efficiently guides instructional practice.

Similarly, once the conceptual framework has been carefully described,
the rational school district insists on explicitly defined steps to achieve
specified outcomes. Applying this assumption to the classroom level, after
instructional objectives have been identified, the most efficient means for
achieving these objectives need to be described with care. This standard set of
best practices should be followed by all teachers charged with teaching the
specified objectives. To do otherwise would lead to inefficiency and, there-
fore, reduced effectiveness.

Finally, the rational school district points with phde to the fact that
policvmaking in the district directly affects teaching, which directly affects
learning. After all, virtually every instructional policy established by the board
and the administration is designed to result in improved learning by students.
To achieve this goal of improved learning, the teaching process within the
rational model is assumed to be affected by the policies set foi by the
district.

Omega School District is testimony to this natural link among policy,
teaching, and learning. When the senior administrative team selected a com-
puter curriculum to be implemented, the next step was to specify teaching
strateg;s that best achieved the goals of computer literacy Eventually teachers
throughout tli ,-! district will be evaluated on the efficiency with which they
deliver the curriculum by the performance of their students on tests reflect-
ing the instructional objectives-If a formal evaluation reveals that the current
program is not efficiently achieving its goals, the board may choose to modify
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policy which could likely change the teaching strategies and correspondingly
improve student learning.

CONCLUSION
Admittedly, the organizational model portrayed in this chapter k charac-

terized by rationality in its purest form. But even in a less exgreme version, the
rational model we have described has met with serious challenges of its
ability to explain reality Clearly in the past, educational policymakers have
acted as if the world was rational. But now the assumptions of rationality are
under attack. Emerging from the rapid fire attack on rational systems i. a
growing consensus that, in general, the world in which schools exist is not
rational and school district organizations, in particular, can't be described
using the rational model. In Chapter 3, we apply the same dimensions used in
this chapter to take a closer look at an emerging view of reality: nonrational
educational systems.
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An Emerging View of Reality:
Nonrational Educational

Systems

INTRODUCTION
In Chapter 2 we irgued that rational behaior is logical behavior with

clear connections between goals. organizational structures, activities, and
outcomes. What. then. is nonrational? In the most succinct sense. nonrational
implies something other than rational. ;List as intuition and raith represent
alternatives to rationality In other words. nonrational doesn't necessarily
mean irrational. Related to organizational life. nonrational behavior usually
manifests a weak relationship among goals. structures. activities. and out-
con Describing educational organizations as nonrational systems offers a
competing view of reality Ti 'is perspective gains clarity as we examine
another hypothetical study This time we observe how the Delta School
District employs 3 nonrational model in dealarg with computer-related decisions.

THE DELTA SCHOOL DISTRICT STUDY
In November 1983. Superintendent !Iowan.: Bale called the senior ad-

ministrative team together for an important meeting. A condensed version of
the meeting is described below
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Superintendent Bale began the meeting by asking Assistant Superinten-
dent Donna Grange to review current policy regarding computer applications
in scli,Jols.

G.-ange knew hi advance the purpose of the meeting, and she had :ome
well prepared. Still she appeared uneasy as she tried to reconstruct policy for
the team.

Va, as you know, we don't have a clearly defined poliLy for using computers in
schools. Our Coordinator for Computer Technolow, Maria Sanchez, works like cran
to stay on top of things. But the field keeps changing so fast, we find ourselves making
a lot of mid-course corrections.

Anywly, about three years ago several schools began to purchase some Com-
modore Vic 20s out of their school account.. In addition, school PT0s, scrambling to
protect their children from being computer illiterate, bought a variety of computer
brands, largely determined by the advice of well-intentioned parents within the school
community

Anticipating the potential of multiple, competing goals for computer use, we
begaa immediately to form a representative group of staff, principals, and parents
from across the district to set sonie districtwide direction. For starters, we tried to
discuss the pros and cons ot. the major uses of computers in schools:

computer-assisted learning,
computer-managed instruction,
computer literacy, and
administrative applications.

The discussion quickly turned into disagreements, with schools understandably
defending their own decisions. Some schools had already trained key teachers to work
with kids in the area of computer programming. Other schools, having purchased
computers with ample memory had already sent teachers to workshops so they could
I3unch a computer-assisted learning curriculum in mathematics and language arts.
Still other schools had done nothing systematically with the machines because staff
members weren't ready to do anything. Despite the differences, each school felt
justified in the way computers were being used.

We're at a point now, however, where we need a district goal regardiAg comput-
ers. Federal money has become available to purchase 110 conmuters within the next
eight months. People are understandably confused about the direction this district is
heading in compul,!rs. Buying over a hundred new computers without district policy
to guide our decision spells more ambiguity and confusion.

Superintendent Bale observed the group's uneasiness as silence
blanketed the room. The team members fidgeted with whatever was at hand,
waiting for someone to break the silence. Finally, the superintendent smiled
wryly and said:

This isn't the first time we have been in a situation of arriving at goals partly to
explain activities already under way Remember the time we asked the board to
approve career education as a goal because we hat just been notified of receiving 3
large grant that we had applied for as a lark. And what about the time the board
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surprised us with a 4-3 vote to implemen full-day kindergarten in the district simply
because the state depanment was willing to fund the pmgram and our additional
revenue would he more than double the added costs we would incur. I'm sure cou can
think of other exampks that departec! from the traditkmal. rational model of decision
making.

Anyway, returning to) the topic of computers, what are our options?

Assistant Superintendent Grange spoke up:

Realistically. our options are limited. Even though we probably should engage in
a systematic process to determine the highest priority application for computers, we're
too far down on the road to tern hack. About '0 percent of our schools are emphasiz-
ing computer literacy while the rest who are using computers have concentrated on
computer-assisted learning. To capitalize on the energy already expended, I feel we
should give schools the latitude to pursue either or both of these goals.

Superintendent Bale agreed with this conclusion and he added:

Our district philosophy for some time has been to empower the schools with the
ability to) mobilize resources in order to achieve the goals they considered most
important. In this situation, attention to computers is not going to disappear as quickly
as some other innovations: open education. for example. V'hat we need to do is gain
board support for the twin goals of computer literacy and computer-assisted learning,
then provide the necessary information, support, and resources to issist the schools in
achieving these goals.

Subsequently, Bale asked Grange to reconvene the committee, develop a
rationale for the two goals, and present these recommendations to the board
within two weeks,

Because of prolonged discussions O,:er the upcoming budget, the board
postponed the agenda item on computers for live weeks. A decision had to be
submitted before that time to the federal w-.7ernment regarding how the
district would be using the 110 newly purchased computers. So the district
assumed that it would be safe to declare both goals, computer literacy and
computer-assisted learning, as part of district policy

In the meantime, the board had been besieged by individuals and
computer user groups lobbying for computer literacy to he the only goal of
the district, at least for the r.-es:rit.

When it came to decision time, the board meeting room was packed.
Seven separate computer user groups from the community turned out en
masse to argue vehemently for literacy as the goal. Similar support was also
evident from the university contingent. As.:uming a much more low key
profile, renreseptatives from several PTO groups politely asked the board to
consider computer-assisted learning as a district goal.

Debate, emotional appeal, and some displays of temper from community
and board members filled the crowded room that evening. In the end, the
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hoard voted -4-3 against Sup:rintendent Bale's recommendations. Instead they
approved Cie single goal ciimpuier literacy. even as one board member
accused fellow members of -caving in- under pressure from the special
interest factions. The next morning the superintendent convened the senior
administrative cabinet once again.

Now that the decisii,n ha", heel) made, we have an ohligatk in to assist our lc:It:her.;
to implement the computer Mcraq goal. What sort of staff de% e. )pment activities
should we consider?

Grange reminded the team that schools had different models of comput-
ers, requiring different types of training for teachers. She added:

Plus the laerature (:n eftCetive straiegies suggests multiple ways to achieve the
same goals. Thereft re, I suge,N we stay true to our school-hised model and empower
sell( mls to determine the staff development needs most :!ppn)priate for their teachers.
Ve will provide assistance as necessary t,) help them reach their goals.

The team accepted this rer_ommendat k in, and the superintendent spent
the balance of the meeting working with the team to develop an action plan
for implementation.

A week later the local newspaper conducted a reader poll to assess tl
community's long-range expectations for computer technology. Seventy-three
percent of the respondents answereu "yes- to the question: -Do y4 Al think the
need for computer programming skills will be obsolete in five years?- Eighty-
two percent said -yes- to the question: -Do you feel that using computers as a
learning tool in a variety of subject areas will be the most important skill five
vars from now?-

Faced with this new information, the hoard felt an obligation to recon-
skier its initial position on computer goals. A month later, well after the staff
training program for computer literacy had been Lunched. board members
still had not voted on the motion to reconsider their original decision. Other,
more urgent matters such as approving the annual budget laid claim to their
attention.

NONRATIONAL SYSTEMS

Like the Omega School District example, the Delta District scenario does
not depkt an actual diqrict in action. However, it symbolically represents
untold instances of educational organizations functioning in a nonrational
world. Although the characters and script are different from the Delta di-
lemma, school districts throughout the country will likely identify with the
nonrational view of real life in -zhe organization. Again, a caveat is in order:
nonrational does not mean nonsensible. The events and decisions we have
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just described du make sense and are understand,thle. I lowever to under-
stand and make sense of Delta's experience, a conception of school districts as
nunrational systems is more illuminating and more helpful than a rational
conception.

The central difference between the two modek lies in their interpreta-
tion of reality Proponents of the rational model believe that a change in
procedurcs will lead to improvement in educational practice In short, the
rational model begins with an "if-then" philosophy If A happens, then B will
logically follow When reality fails to validate this "if-then" perspective (i.e.,
when B doesn't happen ), the argument shifts to an -if-only" poskion. If only
schools will tighten up rules and regulations, improved discipline will follow
If only teachers are given clear directives, then improved teaching will follow
Advocates for the nonrational model claim that the "ff-then and if-only" model
is wishful thinking; organi-rations do not always behave in a logical, predict-
able manner. Acknowledging this reality, the nonrational model attempts to
tum it to the advantage of those in the system. Rather than spending organiza-
tional energy :tying to confc,.m to wishful thinking, the nonrational model
allows us to invest our energy into devising solutions that will work, given
reality

To illustrate the nonrational model in more detail, we refer to the Deka
School District studv as we apply the same five criteria used in the rational
model for exaniining organizations.

Organizational Goals
Like the rational model, the nonrational model endorses the concept of

organizational goals, but assigns a different meaning and importance to the
construction of these goals. Both views of reality would argue that school
districts do have a central mission: to improve learning and the quality of life
in schools. When it comes to translating this mission statement into organiza-
tional goals, the nonrational and rational school of thought part company

For instance, the hoard of education may have a long list of district goals
as part of board policy Individual schools could have their own list, and
certain parent organizations may produce still another list they want the
school or district to address. The key, within the nonrational model, is to use
organizational energy optimally in serving a variety of legitimate goals across
different listsas long as the district adheres to the overall mission of the
organization.

Not only does the real world offer up multiple lists of organizational
goals to be reckoned with, it couches these goals in ambiguous terms. As
illustrated through the Delta School District example, the organization spends
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almost as much time defining and redefining as it does in actually implement-
ing the goals. In many instances, goals are developed after the fact in an effort
to make sense out of previous actions or to justify a particular course of
action. According to the nonrational vieW, this behavior is understandable as
the organization seeks meaning and clarity in a system disposed toward
ambiguity

These packages of multiple, ambiguous goals don't originate from a
single source. Competing forces, in and out of the system, struggle to foist
their agenda, their goals, upon the organization. Genera lk these interest
groups initially attempt to work within the district power structure to win
their case. If unsuccessful through the traditional decision-making .structure,
they turn to other sources of policymaking. When the school district seems
unwilling to teach basic skills, for example, the aggrieved group turns to the
state legislature for mandated proficiency testing. Or, when the school district
fails to adopt the goal of desegregation, the federal courts step in. The result is
a laundry list of competing and sometimes conflicting organizational goals
(Wise 1983).

inevitably, organizational decision makers attempt to mediate these con-
flicting perspectives, but the system typically attends to selected goals at the
expense of others. However, the nonrational model maintains that conflicting
goals can be met. For instance, they don't have to be pursued simultaneously
Conflicting goals can be addressed in sequence, even though this approach
won't satisfy all constituencies. As an illustration, a distrkt may decide to focus
on computer literacy next year, postponing implementation of a talented and
gifted program until the new computer plan is in place. Also competing goals
can be addressed by various units in the organizationthe personnel depart-
ment and the curriculum department could likely identify different areas
needing attention. Rarely do we find occasions where school district goals are
pursued in unison by all departments and schools in the organization.
Instead, the school distrkt moves along multiple fronts in its pursuit of
organizational goal.s.

Just when the organization mobilizes resources to achieve selected
goals, the goals may change. Over 20 years ago, Corwin (1965) challenged
existing theory by asserting that organizational goals are in a constant state of
flux as the school district resists, bargains, and adjusts to competing pres-
sures, both within and outside of the organization. Whereas the rational
model explains away these disturbances in the system or classifies them as
evidence of poor management, the nonrational model acknowledges that this
is the way the real world operates.
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Finally, organizational goals often hear little resemblance to what hap-
pens in the classroom. Wise ( 1983 ) offers one explanation for this weak
relationship:

The policymaking system shares few variables in common with the operating
system. Indeed, the different actors in the education scene hold different ideologies
and believe in different theories of education. Policvmakers create policies which are
consistent with the rational model and which would work if the rational model were a
good representation of school reality Practicing educators do not believe in the
rational model and do not share its assumptions. The policies do not work because
the rational model is incorrect ( p. 108).

Lortie's research (1975) corroborates Wise's position. Lorne concluded
that the formal goals of the school system have little impact on the actions of
teachers. Specifically, he found that fewer than one third of the teachers he
interviewed emphasized group achievement results (a district goal) as an
indicator of successful teaching. This does not mean that organizational policy
cannot influence teaching practice. It simply means that such influence isn't
readily apparent or easily accomplished in the real world of school systems.

In the pretend world of Delta School District, Assistant Superintendent
Grange began an important meeting by acknowledging that the district did
not have a clearly defined policy for using computers in schools. She also
forecast that multiple, competing computer goals loomed on the horizon, but
the district failed in its attempts to head off a showdown. In the face of
conflict, the superintendent of schools tried to strike a compromise solution
by recommending dual goals: computer literacy and computer-assisted learn-
ing. Not surprisingly, limever, various participants in and out of the district
lobbied strongly for their favorite goal. The school board acceded to the
pressures of the strongest interest groups by adopting computer literacy as
the single goal. Then, just when the organization geared up to train teachers
in the area of computer literacy, the board began to waffle on its decision.
They voted to reconsider the possibility of computer-assisted learning as a
district goal.

The experiences gained in the hypothetical world of the Delta District
send important messages to the real world of school districts. Nonrational
reality can't be contended with in strictly logical ways. A new paradigm is
needed to handle effectively the multiple, competing, ambiguous, and chang-
ing goals of organizational life.

Power
As stated in Chapter 2, power is the ability to mobilize energy in a school

district to achieve the mission of improved learning and the quality of life in
schools. In nonrational systems, the basis for power rests with the acquisition
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of three comnmdities: information ( e.g.. data. tec.m.ca.I l k ..nowledge. exper-
tise ). resources ( e.g.. m)ney, human services. material goods. space, time ).
and support ( e.g.. endorsement, hacking. legitimacy). Attainment of these
powerful commodities does not come automatically with the ascrined author-
ity of a position. Anyone within the nonrational organization has the potential
to get and use these sources of empowerment.

As more people are empowered. the organization grows and develops in
its potency to achieve its mission. Therefore. in the nonrational view of reality.
power units are not a fixed quantity: the number of people with a supply of
power units can expand indefinitely limited only by the amount of energy the
system can safely absorb at any time, without overloading the circuits. The
organization benefits from this open-ended interpretation of empowerment.
as more people can contribute to the mission of the district.

Does it matter who is empowered? les, because the ultimate reason for
mobilizing energy in the first place is to affect children's learning. De-
centralization of decision-making power places the clout to make things
happen as close to the action as possible. Numerous research studies con-
verge on thn theme that access to information, resources. and support by
those ultimately responsible for using a specific innovation is critical to
successful implementation ( e.g.. Berman and McLaughlin 1978 and Fullan and
Pomfret 1977). Since implementation of programs happens most often at the
school and classroom level, the nonrational model points to this level in the
organization as the locus for real empowerment to be optimally effective.

Another argument for decentralized empowerment stems front the be-
lief that school districts are loosely coupled systems (Weick 1976). Put suc-
cinctly, looseness is described in relation to the likelihood that a change in A
will rapidly produce a change in B. In a loosely coupled school district
hierarchy, levels are relatively independent of each other. Each routinely
makes decisions affecting operations within its own level with a minimal
amount of control from the levels above. Actually in addition to directives
from the top not always being carried out precisely as ordered, often informa-
tion from below isn't conveyed back up the hierarchy (Rubin 1983). For
instance, teacher dissatisfaction with district policy mandating a particular
teaching model may never reach the policymakers. Instead, teachers likely
will adapt, even di.,tort, the model to fit their needs. The nonrational model
concludes that the reality of loose coupling reinforces the need to view
decentralized empowerment as the most effective way to make a difference in
classrooms.

Success in nonrational systems is measured by the ability to mobilize
energy to get things done in an effective way The watchword is not so much
product as process. If an individual develops and implements a new program
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she gets recognized through added caw( iwei mein ()pp, )rtunities. Access to
the basic empitwerment commodities is not confined to the ascribed power
positiuns. An organizational member's ;IN htv to draw On the counsel of senior
administranws. build on the recognition of peer acceptance. and maintain
alliances with suh(irdinates creates an scendency cycle. By mobihzing re-
sources, an empk wee can make things happen. which strengthens credibility.
whi;-h allows for more empowerment opportunities, which paves the way tOr
more things getting done.

Superintendent Bale of the I ielta School District recounted to the senior
administrative team that the king-standing district philosophy was to em-
power the schools with the abihtv to mobilize energy to adneve their goals.
This happens, he slid, by providing the necessary inforn:ation. support, and
resources io assist the schools. When the hoard seemingly made a deciskni
regarding district direct k in, the senkir administrative staff supported multiple
paths to achieving the goal. granting sclu nil personnel the latitude to deter-
mine how best to meet their students needs. This latitude runs the risk that
some schools will demonstrably not he as successful as others. The risk can
be minimized through a carefully designed monitoring process governiag
major school decisions. The success stories will be highly visible, adding to
the schook credibility and putting them in advantage( positk ms for future
(ipportunities to demonstrate their enip()werment prowess.

Decision Making
Decisions assume center stage in am model of organizatioris.

lark. policy formulation attracts attentkm because major policies commit the
organization to define (or redefine) goals, establish strategies, and in general
determine the king-range destiny of the organization Glaldridge and Deal
1983) Decisions arc. also the arena through which individuals and gn nips
increase the probability of ach:eving their objectives. But final decisions don't
tell the whok. story

The decisk in-making pnicess in the nonratk nial model bears close
scrutiny Since logic chtesn't always prevail in the nonrational wink]. the
di.:iNi) in-making priicess. at times, may not produce deciskins in the best
interest of the organization. As described earlier in this sectkm, the goals of
an orgailivAtkni often are shaped by competing k trees (iperating in restless
ilicxis.ence until conflict Ithiks likely Then power struggles, bargaining, and
0 omise produce goals that don't confOrm neatly to the long-term destiny
of the organizaat tn.

An undc:standing of goal formulatk ni is impinlant here because the deci-
sk in-making pnicess invariably gets linked to the pi:11s of the organimtion.
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In the nonrational model, decisions to be made don't coincide with the
most important issues facing the organization. Instead, a problem gets flagged
as needing a decision according to the myriad forces making the most claims
on the organization's attention. Sometimes the squeakT wh-.!el does gct the
grease. Other times an issue gets starred for attention beciuse it offers a path
of least resistance. On occasion, the problem receiving attention actually is
the most important issue facing the school district at the time. But the safest
prediction is that the most important problem gets defined as the most
pressing onc.

The decision-making process in the nonrational model doesn't conform
to the neat, linear format inherent in the rational world. A wide variety of
factors comes into play as final decisions are sought. Just as forces competing
for organizational energy help shape issues receiving attention, individuals
face competing claims for their own time. Most participants in the decision-
making process juggle too many balls in the air at any given moment. Along
with the various professioi al responsibilities jockeying for position, personal
demands eat away at the physical and psychic energy on the job. In effect, full-
time employees of the organization turn out to be part-time participants in
any given decision-making process.

Most of the time, decision-making participants outside the organizational
structure also perform this role on a part-time basis. They have more leeway,
however, to move in and out of the decision-making process without feeling
accountable for their spotty participation. In sharp contrast, at times the
dogged persistence of outsiders dominates the decision-making process be-
cause they can devote full time, even overtime, to an issue about which they
feel strongly They learn quickly the meaning of the slogan, "Persistence pays
off" Suppose, for example, a school community st:ongly contends that the
children in grades one and two should ride a school bus because the parents
consider the walking route to be too hazardous for that age group. Even
though the school board has mixed emotions about the danger of walking to
and from this particular school, after six successive appearanc.'3 by parents at
school board meetings plus a letter-writing campaign, topped off by a news-
paper editorial supporting the parents' position, the school board decides
that it's not worth $3,000 to continue the ongoing arguments. They vote to
approve the $3,000 bus run. Persistence paid off

The time frame for action plays an important role in how decisions get
made. According to the nonrational model, the longer a choice remains
unresolved, the greater the potential range of issues that are defined as
relevant (March and Olsen 1976). Also, the longer it takes to reach a decision,
the greater the potential number of participants who are activated. Therefore,
if the r',--,sion-making process drags on, more issues tend to be dredged
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from the depths. and more participants get dragged into the process. com-
plicating the decision-making process far beyond initial intentthils.

Another source of pressure interrupting the smooth flow of decision
making emanates from the external environment. As discussed more fully in
the next section. external pressures insert stimuli into the process. causing
the organization not only to respond but to accommodate these stimuli in
order to get on with the decision-making process.

By the time all the political, economic. and social tOrces come into play,
the organization frequently is left with a limited number of options for
serious consideration. Unlike the rational model with its full house of options
open and available to the decision makers. nonrational reality paints a smaller
picture. with fewer choices to make and occasionally with the best choices
already removed front the picture.

When decision time arrives. its advent is greeted with mixed emotions.
Vt-terans of decision making in nonrational systems iaim the final decision
often emerges from a rush of last-minute negotiations. compromises, and
concessions. Operating from a limited number of options brought forward
for final delibcrations. then having to bargain on these reduced choices,
decision makers often aren't overly exuberant over the final outcome. Even
though they strive to achieve the best possible outcome for the organization,
they end up at times with decisions whose consequences don't have a strong
correlation to initial intent. For example. major issues such as school closings,
desegregation, school boundary changes. and large budget cuts don't always
produce outcomes that are directly related to the intended purpose of serving
kids better.

Delta School District chose to skip the formal decision-making process
of considering all of the possthle options for using computers and selecting
the best approach for the district. They knew realistically, that because of past
practice and current expenditure restrictions the options were limited to
computer literacy and computer-assisted learning. When they tried to con-
vene a broad-based committee to study the issue, competing forces aborted
the intended systematic approach, so the district chose a more political tack.
They presented the board with only two options for consideration. both of
which enjoyed a base of political support.

The board delayed a decision on the subject because of more pressing
business. When board members finally got around to considerhg the issue,
numerous political factors shaped their decision, with the final verdict deter-
mined more by politics than goals. But the final decision was not final. Board
members found themselves pressure to reopen the decision-making process.
At last report, the time frame for final action still was not resolved.
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External Environment
The nonrational model devotes a great deal of space to explaining the

significance of the ex Tnal environment in the if:ternal affairs of the organiza-
tion. The rational view of reality behaves as a closed system, not inviting the
external world to participate until the closed loop of decision making is
completed. Nonrational reality admits this would be nice, but in practice the
choice is not usually an option for the organization to consider. The external
environment maintains a high level of involvement in school district business.
This involvement can he justified on a variety of grounds. But justification
aside, in the nonrational model a highly charged environment will almost
always be there. Sometimes, it may appear that the collective battery is
running low But. just when the organization starts taking the outside world
for granted, sparks start flying, and "activated" becomes an understatement
for describing the environment's relationship to the school district.

If the organization could predict the outside actors with some regularity,
then planning could take into account their behavior. But the world outside
the school district is filled with an assortment of full-time and part-time
participants. each surfacing as the issues affect them directly then going
underground temporarily only to resurface when the occasion calls for it.

Because of this fluidity of participation, the external environment be-
haves in an unstable and often uncertain manner. Sustained leadership from
the community is not likely because most participants from the outside are
part-timers, and they speak only for a narrow constituency TheT see their pet
issue to a conclusion, then exit for awhile. With new issues, new participants
arrive on the scene, carrying different baggage from previous visitors to the
organization's world. Without a consistent set of values holding together the
environment's expectations for the school district, the district proceeds to
plan, knowing full well that instability and uncertainty caused by the external
environment could result in the hest iaid plans going astray

If predictability oi external actors is problematic, the nonrational system
would at least hope for certainty regarding when the nonpredictable behavior
would occur. Such is not the case in the real world, however. The external
environment intervenes in district business at virtually every opportunity
(although the external actors would argue that it's their business, too). When
considered necessary, actors in the external environment will infOrm the
district of major problems needing attention, and then fade into the back-
ground. leaving the district and other part-time participants from the outside
to struggle with the problem. On other occasions, when persistence seems
necessary, the external environment actively sticks to the district task at hand
until final decisions are made.
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Life \\-ould be fess complicated in the nonrational world if the external
environment presented a uniform. coherent picture of reality 10 the contrary,
the nebulous thing called external environment hi I hind multiple and
shifting versions of reality To the extent the school district can understand the
envilonment, the district can plan accordingly Rut the external environment
can't he wrapped neatly in one package. For example. one version of reality
for a professional, upwardly mobile community is an image of support,
expertise, and social maturity for the school system to count on. The image
may shift dramatically when the school district attempts to comply with court-
ordered desegregation. Suddenl y. the image of the community takes on a
character of racist, territorial, and self-serving behavior to lobby for immunity
from integration, quite a contrast from its previous image when turf and
values were not threatened.

It didn't take long for the external environment in the Delta School
District to intervene in the district business of making decisions about com-
puters. In fact, community involvement in purchasing computers for the
schools contributed to the multifaceted approach to computer use across the
district. Onue the community invested money in computers for selected
applications, they developed ownership in seeing that these expecta-
tions were carried out.

The Delta environment became particularly active when the district tried
to press for a decision on the most appropriate use of computers. Many latent,
part-time participants in the comnlunity quickly rallied around their favorite
use early enough in the decision-making process to he instrumental in
shaping the (tentative) final decision. When the smoke cleared on the night of
the emotional public hearing on computers, the board was swayed by the
strong sentiment expressed for computer literacy as the number one goal of
the district.

Two weeks later, conditions changed in the outside world. A local news-
paper reported widespread community support for computer-assisted learn-
ing as a priority "Facts- in hand, the board responded to the comniunity by
reopening the case.

Teaching Process
Educators in tne nonrational world reluctantly admit that the profession

has failed to deliver an instructional technol(w that produces improved
learning for all students or a single method guaranteeing an improved quality
of life in schools. One reason for the reluctance is that this type of admission
carries with it an acknowledgment of some inefficiencies of operation, which
is anathema to the rational world view In other words, if we don't have a
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single concerual framework to guide educational practice, we run the risk of
some meandering. Reality dictates, however. The nonrational model refnses to
hide beneath a veil of absolute certainty if certainty doesn't exist. In the wake
of this uncertainty, nonrational school districts grant the latitude fOr scliools
and teachers to contir le their quest for a framt!work that fits with their
respective interpretation of how children learn best in that school's context.

This latitude leads to a rariance in goals across schools. Recalling from
Chapter I the data about the diversity and complexity of today's student
population, it makes sense to support a healthy measure of local autonomy in
identifying those goals most appropriate to a particular student population
within the limits established by the mission and current organizational goals
of the district.

Consistent with local latitude in determining school goals, the nonra-
tional model supports a multiple array of practices to achieve these goals.
According to advocates for nonrationality, no evidence exists of a one hest way
to teach kids. The most effective teaching strategies depend on a complex set
of factors, including the nature of the child's learning style, the context, and
teaching style.

Finally, the nonratkmal model contends that policymaking hears little
relationship to teaching and learning. In a loosely coupled system, policy
decisions mav create a large wake on the surface, hut subside to a small ripple
effect when finally reaching the school and classroom. Fault doesn't lie with
the system, according to nonrational proponents. If blame is to he levied, it
rests with the failure of policymakers to understand reality Given a clear
conceptualization of the nonrational model, policymakers can, in fact, design
policies that contrihute to improved teaching and learning. The key is under-
standing what can make a difference. Policies designed to mandate specific
teaching strategies don't work, as described in detail throughout this chapter.
Policies designed to facilitate decentralized decision making md expaid
empo.verment opportunities to those closest to the action can make a dif-
ference. For example, a school board couid decentralize decision making
with a policy giving local schools greater control over the use of resources in
the areas of personnel, curriculum, and instruction. The policy serves to
empower teachers as they make important instructional decisions at the
school and classroom level.

In suhtle ways, the Delta School District reflected the nonrational view of'
the teaching process. Schools were permitted to experiment with different
types of computers for different purposes. When decisions had to be made
regarding district direction, the superintendent was willing to grant the
latitude for schools ':)nsider either computer literacy or computer-assisted

36 4 6



Eml Izt ,!%t , VII t iti_m Nt \R )\ Ili st I-N11; )\ \I Sl-11

learning (or both ). Further, he went on record as supporting the necessary
staff training to achieve these goals, recognizing that this training may take a
variety of forms depending on the goal of the school and the specific staff
development needs identificd by the teachers. In summary the Delta School
District struck a balance between centralized dictation ofthe one nav to teach
computing in schools and the other extreme that anything goes.

CONCLUSION

As cited in Chapter 2, numerous npologies have been constructed to
describe and understand organizations. This chapter has outlined the nonra-
Oonal view of school districts. Although the nonrational model departs from
traditional ways of thinking about organizations, proponents argue that such a
conceptkm is more accurate than the rational model in portraying the reality
of life in school districts. Baldridge and Deal underscore this shift in thinking
as they contrast the theory prevalent in their 1975 hook, Managing Change Ui
Educational Organizations, with their more recent volume, The Dvnamics of
Organizational Change in Education ( 1983). According to the authors:

Most notahl); organization theory has relaxed its assumptions of rationality
Earlier theories emphasized logical connections hetween goals, structures, activities,
and outcomes. Pet iple were seen as rational actors whose behavior would and should
be guided hv what was best for the collective welfare. But one by one, these
assumptions ha e been called into question hy suhstantial evidence that there may he
a gap between theoretical "truth" and organizatitmal "facts."

As the experience of changing organizations began to accumulate, it soon became
apparent that people and organizations are not very rationalor at least that they
operate from a logic wry different from that of theorists and administrators (p. 7).

Those holding a nonrational view realize the risks of being labeled
"nonrational." The label can he misconstrued to mean irratkmal, connoting
hopelessness and despair. Clearly, this chapter has painted a different picture,
one that describes a world open to growth and change. It would be a gross
misrepresentation and abuse of the nonrational model to use the label as an
excuse for not taking deliberate action to improve education. Imagine the
potential of comments such as, "Well, that's the nonratkmal world for vou. \Xi!
can't do mud ahout it," or "The school board behaved nonrationally again
no wonder a responsible decision wasn't made." I) put it bluntly the label
nonrational should not be a scapegoat for an honest attempt at describing
reality In fact, as we shall see in the next chapter. nonrational may turn out to
he more realistic, after all.



4.

Is the Nonrational Model
More Reasonable?

INTRODUCTION

As doc imented in previous chapters, the rational model continues to be
the dominant framework for explaining how educational organizations oper-
ate. And, although many educators will argue that this is the way school
districts should function, our intent is not to debate what ought to he but to
describe how school districts, as organizations, do function.

To illustrate, even dramatize, the operation of school districts, we have
chosen to construct two competing views of reality in educational organiza-
tions. In Chapters 2 and 3, we contrasted the rational and nonrational models
along five dimensions as shown in Figure 4.1. Vi! realize manv variations exist
on the theme, leading to other interpretations of reality. We also realize that
no single paradigm withstands the test of the one best uar to describe all
organizations under all conditions. In fact, as stated previousl.v most organiza-
tions are described by a reality that falls somewhere between the two ex-
tremes drawn in the previous chapters. After fully acknowledging that life in
school districts isn't a.s pure as the competing models suggest, we contend
nevertheless that the nonrational model generally portrays a picture of reality
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4.1. Rational and Nonrational Models Contrasted

RATIONAL

Goals
There is a single set of uniform goals
that provides consistent direction for
us.

The district goals are clearly statt-d
and specific.

The goals remain stable over a sus-
tained period of time.

Organizational goals are ;:et via a log-
ical, problem-solving process.

The goals for the district are deter-
mined by the leaders of the organiza-
tion.

Power
The formal organimtional chart deter-
mines who can have power to make
things happen.

Power to make things happen is lo-
cated almost exclusively at the top of
the organizational chart.

There is a very direct connection be-
tween what the central office says
should happen in the classroom and
what actually goes on behind the
classroom door.

Decision Making
The issues that receive attention are
those which are most important at a
given point in time.

The decision-making process makes
sure that all feasible options are con-
sidered.

Goals

NONRATIONAL

There are multiple, sometimes com-
peting sets of goals that attempt to
provide direction for us.

The district goals are sominvhat
hguous and general in nature.

The goals change
change.

a111-

as conditions

Organizational goals are arrived at
through bargaining and compromise.

The goals for the district are set by
many different forces, both in and out
of the organization.

Power
flaying access to Information, sup-
port, and resourt-.'s is the basis for
power to make things happen.

Power to make things happen is lo-
cated throughout the organization.

The extent of implementing central
office directives is in largt part con-
trolled bv teachers at the classroom

Decision Making
The issues that receive attention are
those which are pressing for immedi-
ate resolution.

The decision-making process usually
ends up with a limited number of op-
tions to consider, constrained by fac-
tors such as politics, economics, and
finances.
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RATIONAL

The decision-nuking process keeps
away extraneous I.( irces (e.g.. compet-
ing demands. in?. k pressures) that
negatively aftect 1 giyal decision mak-
ing.

The decisk ni-making pnicess leads to
a s& tund. iinebest decisk in that MAN-

organizatknial goals.

External Environment
The environment external to the
schikil district remains passive while
organizational deciskins are ma
ternally

The external environment acts in a
stable and predictable fashion.

The external environment respects
and deters to the oft icial expertise and

piwer vested in schtiol district
st aft

The external environment acknowl-
edges the right of the organization to
make its own decision,

Teaching
There is a dear picture of best instruc-
tional methods to achieve organiza-
tional goals.

There is a standard set of best prac-
tices to improve learning.

Sclu nil board policymaking directly
affects teaching. which directly affects
learning.

Is 1111. N( ARAI It /S1V1 Mt II (11 M( /II1. /NVIII.F?

NONRATIONAL

The decision-making process a .com-
modates various forces shaping y
tual decisions I e.g . external pressures
and persistence of people in their
points of view ).

The decision-making process incor-
porates ctmlpronlise and concession,
leading to a decision that may not
have been the most educationally
sound deciskm.

External Environment
The external envininment maintains
an active level of iny%)lvenwnt in or-
gan izatii mat affairs.

The external environment acts in a
soniewhat unstable and Unpredictable
manner.

The external environment questions
(nganizatk mal expertise and chal-
lenges the pi iwer of schtiol

The external environment demands a
piece of the action at virtually every
point in the decision-making process.

Teaching
There iN a somewhat fuzzy picture of
best instructional methods to achieve
organiz.ational

There i a multiple array of effective
practices to improve learning.

Schi tol board pol icymaking bears
very little direct relatkmship to teach-
ing and learning in the classroom,
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in school districts that coincides with current research and accumulated

experience lialdridge and Deal 19S3 Not only is the lionrational model :I

more accorate rellect ni of reality, it is a more sensible approach to orgaiiia-
tiunal life in a world filled with change alld 1.111Cermintv Ve defend this point

of view hv referring Once again to the five dimensions used to describe

organizat k

IN DEFENSE OF THE NONRATIONAL MODEL

Goals
Organizational life v.-.)uld be simpler if goals were unifOrm, clearly

stated, and stable ove time. Efficiency would he greater ifthese goals were set

by the leaders and translated into specific objectives by schools and teachers.

But life isn't always so simple.
In reality, organizational goals are more accurately reflected in the nonra-

tional column of Figure +1. Interpreted in the !mist pessimistic sense. this

presents an image of a school district wandering aimlessly with no direc-
tiona district at the mercy of the elements. A more realistic, less pessimistic
interpretation depicts a district whase obligatiim and commitment is to serve
a variety of diverse needs such as reflected in the data outlined in Chapter 1.
More specifically, school districts are organized to serve multiple and some-
time.s competing goals, as various constituencies can legitimately claim their

expectations should be met. It is possible, for instance, to have separate
organizational goals that attempt to meet the needs of our talented student.s as

well as thOSe whO ;Ire academically at riskas long as these and other goals
don't run contrary to the overall missk in of the school district.

As another illustration, the fictitious Delta School District in Chapter 3
found that schools had various interpretations of how best to use computer
technology. None of the interpretations were inherently good or had. They

simply reflected different, hut reasonable, perspectives on what's best for
students. The Delta District responded by trying to accommodate several of

these goals. This approach allows the district to meet multiple obligations, as

long as the goals don't pull the district in two opposite philosophical direc-
tions. When this condition surfaces. the district has a higher-order obligation:
to lean on its guiding beliefs (see Chapter 5) to determine which direction is

in the best interest of students.
.Admittedly, at times organizational goals do become unnecessarily fuzyy,

vague, and in direct competition with each other. I. 'nder these conditions,
district leadership has an obligation to focus these disparate goals toward a
common mission. At other times it;s all right to have multiple goals that
change over time as the organization demonstrates responsiveness to the
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diverse, pluralistic community it is designed In serve. It is AS( I 111(1re demo-
cratic. especially in a public service institutitin. Finally, by inci)flp(irating
different sets (if goals. the district increases c( immunity suppcirt and commit-
ment as more people have legitimate reason to bee( nile involved in district
affairs.

Power

The ability to mobilize energy within an organization stems from access
to information, support, and resources. It follows, therefore. that the formal
organizational chart does not inherently determine power. Those located at
the top of the pyramid may be relatively more empowered, hut this is because
they understand the basis for power and they act on it. Others throughout the
layers of the bureaucracy can gain access to the power tools, though it ohen
takes more effort for the mid- to lower-level managers of the district. Organi-
zations that accept the idea that empowerment can he an open-ended (as
opposed to fixed ) quantity also recognize that by increasing opportunities for
empowerment organizational power is increased. Neyerthekss, even under
such positive conditions, some people will he more powerful than others,
and this too is a reality of organizational life.

The rational model assumes that centralized expectations about curricu-
lum and instruction travel downward through the organizational chart, show-
ing up as intended in the behavior of teachers and students. The nonrational
model denies this interpretation of reality, claiming instead that, in many
instances, control over central expectations takes place at the school and
classroom level. Furthermore, valuable ideas for district policy will often
come from the schools and classrooms of the district if the channels of
communication are open. Again, advocates of the nonralional model see this
effect as more sensible. The power to make the most difference in the lives of
children generally rests with those who are closest to these children. The
reality of life in school districts is that teachers have considerable power to
shape teaching and learning in the classroom.

Decision Making

As shown in Figure 4.1, decision making in the rational model is based
on setting goals via a logical, problem-solving process. This includes consid-
ering all feasible optionr, i ithin reach of the decision makers and arriving at
the single best decision that maximizes organizational goals.

In the nonrational model, decision makers see this approach as not only
unreasonable, but also undesirable. As discussed earlier, school districts serve

2
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multiple constituencies. each with legitimate demands and expectations. Or-
ganizational decisions, therefore, realistically are not confined to the inner
circles of central administration. With some exceptions, an organization is

forced to open the decision-making process to broad scrutiny and input. even

if it means running the risk of having to contend with the politics of bargain-

ing, compromise. and concession. Politics is not inherently dim- and devious.
It simply reflects the reality of decision making in a democracy

Exceptions to this general rule include decision making that does follow

the tight coupling model. Vithin the business services side of the organiza-

tional chart, for instance, payroll and purchasing procedures usually follow
the logical, decision-making process. Even on the instructional side chart, the
logical, problem-solving approach works well for routine, noncontroversial

decisions.
Another point of clarification needs to be made. Nonrational decision

making doesn't mean irrational and irresponsible decision making. Even
nonrational decision makers need to he analytical, systematic, and logical in

their planning. But they Fiaow that many of the variables entering into the
decision making don't follow the rwat. orderly patterns assumed by the
rational model. The trick is to design a decision-making process that antici-

pates, even incorporates, these variables in a sensible way

External Environment
Consistent with the neat and orderly world of rational organizations, the

world of the external environment is just as rational. It acts in a stable and

certain fashion, waiting patiently while the rational organization engages in
internal decision making. Out of respect for the expertise and official power

of the school district, the external world remains inactive until called on for a

response.
Reality dictates otherwise, sav defenders of the nonrational model. In this

world of change and uncertainty the environment external to the school
district mirrors the conditions endemic to the larger society by acting in a

somewhat unstahle and uncertain manner. Such conditions aren't necessarily
bad; they simply reflect the multifaceted and shifting versions of reality we live

in.
Because those outside the school district have a stake in both the process

and outcomes of schooling, they deserve to be included in the decision-making

process of the district, This doesn't mean merely r-sponcting to internal deci-
sions. It means becoming actively involved in the process itself, even to the point

of challenging the organization's power and expertise. Although over 70 percent

of our nationii families have no children in the public schools, they have an
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investment ( both in a pers( mal as well as societal sense) in the future of our
educational enterprise. Therefore it seems reasonable that they should expect
meaningful invoi;ement in organizsioirai decisions.

Teaching Process
The teaching process within the rational world view presents a clear

picture of the best instructional methods to achieve organizational goals.
Coi respondingly, there is a standard set of hest practices to improve learning.
If only teachers would put these practices into action in the classroom.
teaching and learning would improve.

According to the nonrational model, things aren't quite that simplc. The
teaching process is a highly complex act, not easily understood lv re-
searchers or practitioners. Given the vast diversity among our student popula-
tion, it seems only logic:A that teachers need an array of situationally appro-
priate instructional practices to improve learning. And, based on current
research, the nonrational view of the teaching process turns out to he a more
realistic perspective than the rational model.

CONCLUSION
The rational view of reality has a lengthy history in our culture. In large

part, the strength of the rational model emanates from a cultural aura that
anything beyond the boundaries of rationality loses legitimacy In fact, until
recently descriptions of reality that strayed outside the rational model were
tossed into a residual category bearing no label.

Our attempt in this book is to describe reality in an analytical way,
appking a framework commonly used in examining organizations. Although
we have labeled this view of reality nonrational, the label should not become
a distractor for the very important concepts suhsumed under the label. To
reiterate an earlier point, nonrational does not mean irrational. lb the con-
trary, we argue that the nonrational model is a more sensible and mow logical
%vay of understanding the reality of organizations than the rational view In
addition, to be effective in a nonrational organization, leaders need to have an
orderly, systematic, anahlical approach to managing in a complex, somewhat
disorderly environment.

The tirst step in creating school districts that work is to realize that the
nonrational model does, indeed, offer a more logical and accurate account of
how organizations actually operate. A next step is to put wheels under this
model by developing specific strategies necessary to be effective in a nonra-
tional world. In the next chapter we discuss the strategy of understanding and
assessing the culture of the organization.
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Understanding and
Assessing the Culture of

the Organization

INTRODUCTION
Thanks to the current outpouring of books on corporate reform, people

ar "discovering" that organizafions have a culture. The fact is, they've always
1 a culture, but not many people in or out of the organization paid much

attention to it. Today the culture of the organizxion has become a prominent
factor in the study of what makes organizations tick (e.g., Deal and Kennedy
1982, Kanter 1983, Davis 198-I, Miller 1984). More specifically, organizational
culture hew:nes instrumental in determining organizational health. In the
following section, we address questions such as, What is meant by "culture..?
I low do you know one when vou see one? Flow do you assess the health of
the organizational culture? I low do you resolve differences between what is
and what ought to be? For answers to thee questions, we draw heavily on the
research and experience of the business world.

UNDERSTANDING ORGANIZATIONAL CULTURE
In an abbreviated way, culture can he defined as: the way we do business

around here; who you are and what you stand for; the assumptions about the
organization. In a more scholarly sense, culture embraces the norms, values,

-i7



PRODI SCI10( )1. SYSTEMS l'ott A NONHATIONAL WORLD

historythe sum total of all the shared understandings hekl by members of
the organization. However. such a definition is too amorphous for purposes
of describing and analyzing culture. Therefore, we operationally define
culture along two dimensions: the guiding beliefs of the orgallization coupkd
with the day-to-day behavior of organimtional members. Davis ( 198-1) ()tiers
the caveat that beliefs and behavior are onk manifestations of the culture. and
not the culture itsdf. Rut, as he puts it, . . . artifacts are tangible, and it is
possible to get your arms around them'. ( Davis 1984, p. 121. With this cavc.ii in
mind. we examilie more carefully each of the dimensions of cukure.

Guiding Beliefs
Rooted in a philosophical context, guiding heliefs are the principles on

which the organimzion is supposedly huik. Ideally. they serve as the founda-
tion for all major decisions. For school districts, guiding beliefs provide
direction in areas such as school board policymaking, allocation of resources.
utilization of personnel, and for making critical decisions about teaching and
learning. Sometimes guiding heliefs take the form of a mission statement.
district phikisophv, or goals and objectives. More frequently, guiding belid-s
arc embedded in stories about the history of the organization, various key
documents shaping the direction of the district, and the verhal and nonverbal
messages sent hy the school hoard and senior-level administrators.

In any case, every organization conveys a belief structure that members
of the organization interpret as representing the values held dear by those
who are expected to set the tone and direction for the district: the school
hoard and district administrators.

Daily Behavior
The second dimension of organizational cukure is the daily behavior of

the employees of the school district. This component of cukure is more
situational and subject to change due to circunwances of the moment. Deal
and Kennedy (1982) refer to this behavior as the rites and rituak of the
organization. For example, subtle clues about behavior are found in the way
people are addressed, how much emotion is permitted, who speaks out at
meetings. and the acceptability of playfulness as part of organizational life. In
short, the daily behavior of staff memhers reflects the way the school district
does business on a continuing basis.

Climate and Culture
At this point a distinction needs to be made between climate and cukure.

Climate is a measure of whether peOple's expectations are being met regard-
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ing what it should be like to work in the sdiool district. These expectations
plus the guiding beliek produce norms that powerfully shape the behavior of
individuals and groups in the organization. Climate. then. becomes the tit
between the prevailing culture and individual values of employees ( Davis
1984). Whereas climate is often transitory and a short-term phenomenon,
culture is more stable and long term.

Describing School District Culture
Once the idea of organizational culture takes on meaning to school

district leaders, the ability to describe the culture of the district can be
incorporated into organizational strategy.' This step is easy when the district
has a clearly articulated set of guiding beliefs which is manifest in daily
behavior by members of the organization. The rub comes when guiding
beliefs are not so apparent. According to researchers in the corporate sector
(e.g.. Davis 1984, Miller 1984), the most effective way to uncov,1- data about
organizzitional culture is through interviews with key informants. "Key,- in this
case, means individuals who have a long history with the district and who
have a broad, diverse background of experience with the organization. Basic
categories for collecting information about the district culture (Hickman and
Silva 1984 ) include:

the district's historyevents, decisions, and people who gave shape to the
present organization:

dreams, ambitions, and values of select employees, those who strongly influ-
ence other enlployees:

organizational stories containing important messages about the district's pri-
orities, commitment, concerns, star employc 2s, dos and don'ts, as well as general ways
of getting things done: and

tile performance, motiration, and relationships of the districk employees.

Leaders in the field of organizational culture contend that the step of
describing the culture is a prerequisite to understanding and assessing the
culture. The experts also prefer the interview process primarily because of
the rich lore found in firsthand accounts. However, in cases where time,
money, and other resources become major obstacles to describing the culture
via interview, a written questionnaire can also yield valuable information.

Whether the organizational strategy is to interview conduct a written
survey, or a combination Gf methods, the data need to be organized according

Note that the focus of this section is on district culture. Within each culture, subcultures
exist and have their own norms, values, and history See, for instance, Deal and Kennedy (1982).
For a discussion of school culture as a subculture within the district, refer to Chapter 9.
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to major princ.p.es. Since no single framework stands out in the litermure as
the preferred system. each district must group the guiding beliefs aco wding
to its own needs. To illustrate what a framework might look like, we have
constructed in Figure 5.1 simile typical categories aliing with sample questions
related to ea:-h category

Fig. 5.1. Guiding Beliefs of Our School District

Principle of Propose
iii what extent does the distrio

articulate a set of purposes that provides long-term direction to the district?
ralue the importance of empliwees understanding the purposes oldie -listrict
mission?
value the importance of decisions being made with consideratit in to the
purposes?

Principle Qf Emponwmoit
10 what extent does the district

value empowering emploecs thfflught mt the district to assist in the missilm (if
the distrio?
value equal opportunity to access information. support, and rem iurces?
view power as an expanding entity thniughout the organization?

Principle if Decision Making
'16 what extent di ies the diArict:

support the decemralization of decisions ;IS clutie to the Full:It of implementa-
tion as possible?
value opportunity for input in districtwide decisions?
value decisions being made by IN ise who are directly :ffected by them?

Thinciple of Belonging
Th what extent does the district:

value commitment to the development Of the individual within n:e district?
treat individual employees as significant stakeholders in the tirati:ziition?
value a "we spirit" and feeling of ownership in the organization?

Principle of 7i-ua and Confidence
I) what extent does the district:

believe that emplt iyees act in the best interest of students arki thl. organizat ion?
have confidence in the expertise of staff members to make wise decisii ins?
believe that empkiyees will respond with their best efforts when appropriately
rect ignized?

Priimple kvcellence
hI what exi:2nt does the district:

value high standards and expectations?

50 5



)Elt51ANI )IN(, . ) 111E. (.1 lit RI I TI ()Iii ,ANI/Ath

value an atmosphere encouraging all staff members to stretch and gri iv ?
believe in a -can do- :laitude t ir all eniphivees?

Principle uf Mva,tviition and Renald
To what extent chic's the distr;::t:

value offering incentives to encourage inni wan( in and risk taking?
believe in reo ignizing mph iyees and students who acifieve significant accom-
plishments?
believe in investing in the pi nential "t district empliwees?

Principle nj Caring
10 what exient (hies the district:

value the well-heing and personal concerns of the employees?
believe in emphiwes sharing themselves in an op(..it and trusting manner.
vallle taking a perst mat interest in the professional development and career ot
emphiyees?

PrnicIple nj Integrity
To what extent cities the district:

value honesty in words and action?
value consistent. responsible pursuit of :I stated course ot action?
value the unwavering commitment to highest perm Ha and ethical onwictions?

Prhiciple Ditersity
10 what extent di )es the district:

vattle differences in individual philosophy and personality?
value and encourage differences in teaching style and philosophy?
believe that schools and the children within them are inevitably not alike.
calling tiir flexthility in teaching and learning appri iaches?

A school district's culture moves from background to foreground when
organizational strategies are empliiyed that create an awarei.ss of culture,
undersciire its importance. and systematically begin to describe it. These
strategies can be applied to the guiding belief's as well as to daily behavior.

The first dimensiim produces a measure of him. things ought to be. and
the second dimenskin yields a picture about him. things really are.

LONG BRANCH SCHOOL DISTRICT STUDY

The following hypothetical example illustrates how a new superinten-
dent set about the business of understanding the culture he rec tly inher-
ited. For the sake of brevir y. only one guiding belief is highlighted: the
principle of decisk in making.

Donald Harrington recently accepted the superintendency of Long
Branch School District. a community with 12,000 students and 21 schools.
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Harrington previously had spent six years as superintendent (if a much
smaller district about S miles southeast of Long Branch.

liarrington made it clear to the I.Ong Branch Board of Education that he
valued one principle very highly lie felt it was extremely important to
decentralize decisions as close to the spot of implementatit in as IN issible.
Similarly, he valued the opportunity for teaching staff to have input into
districtwide curriculum and instruction decisions as much as feasible. even
though he was firm that the superintendent and board should make the final
decisions on those issues affecting the entire district.

Harrington was also seasoned enough to know that he couldn't walk
through the crowds waving his banner and expect an immediate followership
just because the superintendent was leading the pep rally Instead, he decided
to use a combination of interviews and a survey to better understand the Long
Branch culture in the area of decision making.

First, he scheduled a series of three meetings over a month's period with
each of four influential members of the district. The first person he selected
was the director of personnel, who had been in the district for 21 vars,
serving in a variety of roles such as curriculum specialist, middle school
principal, and team leader of the administrative negotiating team. The second
person was the most experienced high school principal, considered a star by
all accounts. She had previously been an assistant principal in :wo other high
schools before accepting her current position in the district's most difficult
high school. The third person he identified was the president of the teachers'
union. Even though this person was a leader during the tough teachers' strike,
she was an adamant supporter of children. She also understood the important
role of management in the overall scheme of running a school district. The
fourth person interviewed wa.s a custodian who had been with the district for
27 years and had worked for nine different principals, lie was acclaimed for
his dedication to the Long Branch District. Besides, he was a savvy person
when it came to understanding the varkmas agendas that principals held in
managing a school. From his several meetings with these individuals, Super-
intendent Harrington reflected -.)n the following notes he had jotted down
about decision making.

Me Long Branch District has consistently gone o record in rarious
documents stating the importance of intolting teachers hi the doelopment of
curriculum.

Teachers beliele the district uwits to bear their ideas about uhat u,orks
best for kids.

Classified personnel don't seem to hate, any clear messages about
uhether the district talues including them in decisions affecting their work
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dministrator:. in general, feel Mat tbe district doesn't rahre ttwir
in district poliomaking.

School board policy includes a paragraph about (Iv imp)rtance (?f
delegating decisions to those Oro are most treected by them.

Employees, except for teachers, don't see a lot qf evidence aka tbe school
board acts according to tbe policy statenwnt about delegation.

Teachers num to be imam' in curriculum and instruction decisions,
but not particularly in decisions in ()the,- areas sad) as bus scbeduks and
redrauft school district boundaries.

To complement the interview process, Superintendent Harrington sent
out a brief report card to be anonvnitiusly filled Out h all empkwees
regarding their perceptions of school district operations. In the area of
decision making, the following results were noteworthy:

Qiwstion: Do the district administration and board value %our input
in decisions?

Respoitse: Teachers, 67 ercent yes; administrators, 34 percent es;
classified staff, 29 percent Yes.

Questiorr: Does the district allow you to make decisions that affect
y,ni?

&sparse: Teachers, 81 percent yes; administrators, 41 percent yes;
classified stall: 39 percent .es.

The survey tally fell in line with the firsthand data gathered by Har-
rington. He concluded, therefore, that the guiding belief of decentralized
decision making was a value that at least was officially expressed by the
district. This value was clearly one he endorsed. Harrington further con-
cluded that the value wasn't uniformly underrtood as being important to
district operations. I3oth district administrators and classified personnel
weren't convinced that the value was considered important lw the board and
senior-level administrators. Finalk; Superintendent I larrington realized that
the daily behavior of district administration and the school board wasn't
interpreted to he supportive of a decentralized decision-making pohcy state-
ment.

Therefore, Superintendent Harrington made a commitment to
strengthen the communication process so that all employees realized that the
district did, indeed, value decentralized decision making. He also pledged to
monitor the actions of key district staff to reinforce and recognize efforts to
make the value of decentralized decision making come alive in the behavior
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of empl(iyees. particularly th( in leadership r( )es. who serve as role in( klels
for others.

ASSESSING THE HEALTH OF
SCHOOL DISTRICT CULTURE

A. Superintendent I larrington wouk1 quickly :ittest . ideally. the guiding
beliefs shouk1 set the tone and direction hir irganizatk mai strategies ( i.e.. the
strategies shoukl flow frvin the behef system ). Correspondingly. the daily
behavior of school district emph.twes affects whether the strategies get imple-
mmted. If the culture i.s healthy. there sh()uld be a natural progression from
guiding bdiefs to organizational strategies to daily behavior. But if the guiding
beliefs are not strong within the organization, daik behavior takes center
stage (Davis 198.4). Without guiding beliefs as anchor point. the everyday
activities start to dictate organizational strategy When this happens, the organ-
tzation loses its future focm and becomes preoccupied with survival of the
moment.

) summarize. a balanced equation occurs when the guiding beliefs
equal the daily behavior ( (.B. = 1).13. ). Assuming appropriate guiding behels.
the outcome is a healthy culture. In contrast. when G.B. DB_ the result is
an unhealthy cuhure. Deal and Kennedy ( 1982) offer addhkinal symptoms of
a culture in trouble:

weak cultures don't have clear values or hchefs ahout how to he effective: or

they have many such beliefs but can't agree among themselves tni which arc Ith 1st

important: or

different parts of the organization !me fundamentally different beliefs: or

the heroes of the culture are destructive or disruptive :ind ili tn.( build Lem :my
common understanding about what is important: Ur

the rituals of day to day life are either dista-ganized. with everyht kly doing their
own thingor dmvnright contradictm-y. with the left hand not km Aving what the light
hand is doing (pp. 135-13n).

DEALING WITH DIFFERENCES BETWEEN WHAT
OUGHT TO BE AND WHAT IS

To reiterate, the htmus test of t!te health of the organizational culture is
the balance between what (night to be (guiding beliefs) and what currently
exists ( daily behavior). If an imbalance appears, several questions shoukl
subsequentb be asked to diagnose the cause of the imbalance.
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1. Are the guiding beliete desimble? If so, leave them alone. If not, a
major change effort It )0ms ahead. More about this later.

2. Are the guiding beliefs desirable, but not clearly understowl or per-
haps, inisintelpretect% In this situation, organizational strategies need to be
developed tnx strengthen the official and informal conlmunication networks,
underscoring the importance of key values. Also recognition shockl he
extended to events and peopli exemplifying these values.

3. Are the guiding beliefs &Hight, but the &nil, belkwtor doesn't ann.
ode with the trilues? Then a slow deliberate process needs to be imple-
mented aligning the organizational structure. strategies, and skills with the
profe:;sed values. In many cases, only a few areas of daily behavkw may be out
of balance, which makes the balancing act less formidable. Other times, a
strategy may be to manage around the daily behavkw In particular, if the daily
behavior is deeply emrenched, it may he more productive to tolerate the out
of balance daily behavior while reinforcing the guiding beliefs (Davis 1984).

Returning to the issue of changing organizational culture, most experts
agree that a decision to make drastic changes in the school district culture
should he made only under the most serious conditk)ns. That is, if the
guiding beliefs contribute to a very unhealthy organization, then the risks
involved in ;verhauling the culture may he worth it. What are the risks? The
investment of time and energy in attempting to recast a form that has already
hardened is one risk. Another is the prxtbahility that the resistant organiza-
tional culture will prevail, rendering the leader powerless.

A more promising approach is to build on the strengths of an organiz:a-
don's culture. Reinforce the guiding beliefs that are desirable. Identify the
select few that need to he changed, and then develop organizational strategies
for sending clear messages that the new guiding beliefs are extremely impor-
tant to the leaders of the school district. Reward and remind at every oppor-
tunity the value of these new beliefs. Recall, ior instance, that Superintendent
larrington in the Long Branch study improved the communication process

so that all district employees heard the message about the importance of
decentralized decision making. I le also highlighted perft wmance of district
staff, which represented this value in action. Over time, the school district will
see the pattern of leadership behavior calling attention to what's important
within the organization's belief structure.
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Strategic Planning

INTRODUCTION

Conventional planning models make things seem so easy To he effective,
administrators simply identify long-range goals, develop procedures to
achieve the goals, and put together an evaluation design that will assess the
achievement of the goals. But most administrators don't behave the way the
planning models say they should. For instance, based on interviews with
administrators, Baldridge (1983 ) reported the following patterns of adminis-
trative planning:

Administrators move from one event to the next with little time for
long-range planning.

As soon as long-range goals start looking clear, something happens to
muddle them up again.

Instead of a crisp list of a few clear goals, real world administrators
face a laundry list of unclear and sometimes contradictory goals.

Rarely are long-range program decisions based on rational evaluation.
Rather, a typically weak evaluatkm design is intertwined with the political
support a program can muster
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Even when a plan is made. it virtually never gets implemented as
intended.

In short, the real world of administration does not coincide with the
ideal world described by conventional planning models. To reconcile this
gap. we concur with Baldridge and Deal ( 1983 ) that planning theory should
be adjusted to reality, not reality forced into an obsolete theoretical frame-
work.

FOUNDATION FOR STRATEGIC PLANNING

Actually, there is a body of planning literature that does demonsirate a
sensitivity to the real world of administration. OVer the pat-a 20 years, res..arch
in schools of management has sought to determine eftive planning t trat-
egies. This literature has converged into a solid conceptual 'ramework un ler
the heading strategic pl(lnning.' The basic assumptk)ns of t trategic planning
relate directly to the vkw of organizations developed in Chapter 3. The real
world of school districts is best characterized by the nonrational model. In
particular, two points stand out that have special meaning for plann'ng. First,
we believe in a dynamic world marked by rapid change. Any planning model
should recognize and accommodate the dynamics of change. Second, the
external environment is inextricably bound into our planning efforts. As
described in Chapter 3, the environment will influence our decisions, we
need to incorporate data from this macroenvironment when we engage in the
organizational strategy of planning.

According to Rhodes (1986), the simplest way to understand strategic
planning is to view it as an information model:

Strategic planning parallels the process the human mind uses to make decisions
in situations where conditk ins have changed since the last time a similar decisk in was
made. At such times. when old assumptions may not he valid. the mind actively
searches for new and hetter inf irmation. -New- means ink irmatkin related to the
cron,nt situatk in, and "better- means informal kin IllOre Specifically related to the
ptapacernacome of the decision.; ("sing this data a new tkcision is made. Its effects
on the statk in then produce new information kir subsequent decisk itis r sing this
an:11(4;y, strategic planning can he understt iod. simply. as a pnicess that pnwides nete
lit/ better bybrmatiwt for decisions rekited 10 the immediate or future act-A implish-
ment of an A ihective ( pp. 1-2).

' For those who are interemed in tracing the roi strategic planning, see (..upe 119811
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The concept of linking present decisions to future objectives is a critical
point. Planning within a cimtext of changing conditions means that planners
need a clear conception of the organization's mission. In the case of a school
district, a carefullv articulated vision of where the district is heading needs to
he kept in the forefront of discussions as strategic planning processes are put
in motion.

With the foundation for strategic planning t..stablished. let's cimtrast the
framework of strategic planning with the more familiar framework of conven-
tional. long-range planning.

CONVENTIONAL VS. STRATEGIC PLANNING

In an attempt to highlight differences between conventional and strategic
planning. Figure 6.1 illustrates two competing frameworks, with the full
realization that the real world doesn't always fit an either-or model.

World View: Internal vs. External
Consistent with the rational systems model, conventional planning takes

into account only the variables operating within the system. The world of
importance to conventional planners is the world of the organization. In
contrast, strategic planners sav the world of importance in planning com-
prises a dual environment: the world of the school district plus the external
environment. According to Lewis (1983). recognition of the external environ-
ment as an important consideration in the planning process and actually
using data derived crom the envi- Pment are two essential features separating
strategic planning and convent planning.

System Perspective: Segmental vs. Integrated
In a segmentalist system, each unit within the organization is self-con-

tained. functioning independently of other units. Planning in such a system

Fig. 6.1. A Comparison of Conventional and Strategic Planning

Conventional Strategic
Category Planning Planning

%)rkl View Internal External
System Ikrspective Segmental Integrated
Planning I lorizon hing Range NlediumSlinrt Range
l)ata lias:2 Quantitative Qualitative
°ult.% Hite Master Plan Masterful Planning
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tends to view these discrete units as responsible for their own destiny In an
integrated system, planning emphasizes interdependenc y. crosscutting rela-
tionships among organizational units, and the concept of the "whole'. of tbe
organizmion in planning effiwts.

To illustrate these different perspectives, suppose a school board devel-
oped a district policy to -mainstream.' special education students into regular
classrooms as much as possible. In a segmentalist system the !'ollowing
scenario may unfold.

A central office administrator in special education hires the teachers with
no input from principals. The special education teachers and classroom
teachers plan their curriculum with little communication between each other.
Academic and behaviiw problems in the special education class are the
exclusive responsibility of the special education teacher. If serious behavior
erupts from a given special educatkm child. the principal calls the central
office to see what the administrators in special education plan to do about
"your kid.-

In contrast, an integrated system perspective causes a different storv to
he told.

The central office administrator in special education works in coopera-
tion with the building principal to interview and select a spejal education
teacher. The classroom teachers and special education teachers set aside
some common planning time so coordination of curriculum will he max-
imized for the students. Academic and behavior problems become the joint
responsibility of the special education teacher. classroom teacher, and sup-
port staff; including the guidance counselor. school psychologist, and reading
specialist. When major problems occur. both central office staff and the school
operate from a perspective. "We're all in this business together, and we're
dependent on each other t9 resolve issues in the best interest of the school
district.-

Planning Horizon: Long Range vs. Medium/Short Range
Vrhat constitutes "long range- varies according to planning models:

much of the conventional planning literature focuses on developing five-year
plans, ten-year plans, even plans carrying the organization into the next
century Strategic planners aren't opposed to looking ahead. In fact, they
would argue that the long-range destiny of the organizmion is crucial to
effective planning. When it comes to actual planning horizons, though, the
strategic planning framework rests on the assumptions of change and an
active external environment. Because we are educating in an era of change
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and insrahilitv, we can t assume today's plans will meet tomorrow's needs.
Also, realistically involvement by the world outside the school district may
came us to see things in a different way. therehy altering our original plans.
lvi liese reasons, the planning timeline can he as short as a few days or as
long as, perhaps, a couple of years.

Data Base: Quantitative vs. Qualitative
Traditionally, planning models have relied on hard data because these

figures offered the most defensible hasis for making tough deci ions about
the future. Strategic planning models, on the other hand, emphasize qualita-
tive data. &cause the future is uncertain, subjective judgment, intuition, and
even hunches become important pieces of data in planning for the future.

Outcome: Master Plan vs. Masterful Planning
It seems almosf too obvious to state, hut the goal of conventional, long-

range planning is to produce a long-range plan. This plan becomes the
blueprint for organizational activities and decisions during the time period
covered by the plan. Adherence to the plan means adherence to efficiency
( i.e., doing things right as defined by the blueprint). An analogy will illustrate
the concept of master plan. Imagine a maze puzzle designed for children.
There is one entry point and one exit point, with the exit point representing
successful execution of the plan. Contained within the maze is one right path
to success. The exit point doesn't change, arid the barriers along the way
:-entain static. The challenge is to negotiate your way through the barriers and
dead ends, knowing a right answer lies within your reach.

In contrast, the goal of strategic planning is to produce a stream .of wise
decisions designed to achieve the mission of the organization. Emphasis shifts
from product to process. Just as the planning process builds in flexibility for
adapting to changir;;; comhtions in and out of the organization, it also axepts
the possihrity that the final product may not resemble what was initially
intended. In other words, strategic planners say itS okay to abandon some
original goals that looked good at first. Substituting goals may noi result in the
most efficient planning, but it nets a more effective process because changes
made today are designed to make the organization better off in the future.

To draw another analogy imagine strategic planning in action as playing a
video game. The mission is to score one million points. To achieve this level
of excellence, the player negotiates a path packed with stimuli from the
external environment trying to block the road to excellence. The playermust
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make a stream of wise decisions en route, even changing sn-nt.. plans Jilting
the way. always on the alert tOr the unexpected. In this illustration. the most
effective way to achieve excellence may not he the plan as onginally intended
at the .itset of the game.

-ammar: strategic pLnning is not some package that will produce
magic results overnight. [tither, it offers a different way of thinking i!l.,out
planning in comparison to conventional, long-range planning. This change in
orientation carries with it some techniques that will strengthen the strategic
planning process.

THREE NECESSARY TECHNIQUES FOR
STRATEGIC PLANNING

Since this is not a hook on everything you ever wanted to know about
planning. we will skip the basics and move directly to three techniques
requisite to an effective strategic planning process. Application of these
techniques assumes that the organization already has in place a mission
statement that serves as an anchor point for future planning.

Environmental Analysis
As school districts plan in the real world, they quickly realize the

importance of monitoring various aspects of their external environment. The
trick becomes deciding what to monitor. By grouping data according to
o...onomic. political. technological, and social dimensions. many school dis-
tricts find that this d:na base is sufficient for most purposes in environmental
scanning. For each of thest: dimensions. the data can he further categorized
according to two effects: opportunities and threats. Opportunities are areas in
which favorable eircum,aances provide potential for help in achieving district
goals. Threats represent potential problems that could have a seri( His negative
impact on the district's attempts to achieve its goals (Lewis 1983 ). kir each of
the four dimensions of the external environment. (economic, political, tech-
nological. social ) the following questions can he posed

What are the (e.g.. economic) forces that serve as opportunities to
help in the accomplishment of the planning issue?

What are t' ( e.g.. economic) forces that serve as threats it ) the
a( -0 tnipl is hmeni ic planning issue?

By collecting data that provide answers to these two questions along each of
the four dimensions outlined above, a district can produce a rather compre-
hensive scan of its external environment. Figure 6.2 illustrates a sample
format for an environmental analysis,
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Internal Analysis
For anv issue a district subjects to strategic planning, an analysis can be

made of the potential organizatkmal impact of the issue. \\ e have structured
the internal analysis along three dimenskms: educatkmal impact, economic
impact. and political impact. Figure 6.3 provides a sample format for an
internal analysis.

Integration of Environmental Analysis and
Internal Analysis

After reviewing the quantitative amd qualitative daia available from the
external world and the world of the ocanization, strategic planners pool this
informatk in to arrive at reomirnendat, mos for Ali( >11 hat are consistent with

Fig. 6.2. Scrategic P1annkg
EnvirerP,.lec.) iii Avii sis

Harming Issue:

Dimensiwt: ECONOMIC
1. What are the ecomimic 6 Tees that serve a., oppetaunitic., t't., help in the acho.hvt-

meni of (planning issue)?

2. it are the ecomimic f()rces !DM Nerve ati ;hreats to the acc(m10',:ini....rit (Pr
planning issue?

Dimensim: P n.rn!.!.1
What are the p(mlitical t6rces that serve as opportunities to help in the achievenient
of (planning issue)?

2. What are the political forces tha! WrVC as I 1,:aIti to the accomplishment of the
planning issitt!

Dimenskm: 'rEci iNOLOGICAL
1. What are the technokigical forces that serve as (pportunities to help in the

achievement of (planning issue)?

2. What are the technokigical forces that serve as threats to the acoimplishment of the
planning issue?

i)inwnsion: Souv.
1. What are ill,: social forces that serve as opportunities to help in the achievement of

( planning issue)?

2. What are the social forc,ts that serve as threats to achievement of the planning issue?
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Fig. 6.3. Strategic Planning
Internal Analysis

Planning Issue'

What is the educata)nal impact of this i ic on the organization?

2. What is the economic impao of this issue on the organization?

3. What is the political impact (1-this issue within the organization ?

the sdiool districtis guiding beliefs, economically justifiable, politically attain-
able, and educationally sound.

To provide a glimpse of one school district's application of the strategic
planning process, we focus on a committee considering a full-day kinder-
garten program.

WILDLIFE SCHOOL DISTRICT STUDY
As directed by the hoard of education, the Wildlife School District

recently formed a committee to study the feasibility of implementing a full-
day kindergarten program in the district. In the past, all kindergarten
grams had been half day, with the exception of one full-day program financed
by Chapter 1 funds. In approaching the planning process. the committee
organized its activities into three steps: environmental analysis, internal analy-
sis, and naegration of the external and nw.rnal analyses. To avoid going into a
lengthy descriptkm of the complete planning process, we will look at the
economic and political dimensions as they relate to the full-day kindergarten
decision.

Environmental Analysis
In examining opportunities and threats, the committee dealt with the

questions stated below
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Cpwstion: What are the economic forces that serve as opportunities to
help in the Onplementation of full-day kindergarten?

Data: 7 '1,. qate Department of Public Instruction had decided to reim-
burse school .ils,tricts the equivalent of one half the aivrage per pupil
expenditure for each student enrolled in a full-day kindergarten program. For
Wildlife, this meant about $2,000 per student or roughly $40,000 per kinder-
garten classro(m. This revenue would more than offset the cost of paying for
a 0.5 teacher position and necessary furniture and supplies.

Questkm: What are the economic threats in considering a full-day kin-
dergarten program?

Data: If the state department withdrew funding, it could prove costly for
district in maintaining a full-dav program strictly at district expense.

Question: What are the political forces that serve as opportuilities to help
'caplement full-day kindergarten?

Data: The local university is excited about the opportunity for a full-day
program, They would have a lab for training student teachers, and they would
have opportunities to conduct research on the effects of full-day kindergarten.
Ako, from a poinp.a-, xrspective, many parents would welcome the chalice
tOr the district o assume ',lay responsibility for their child instead of
paying a hahysin,,,

Question: \Via. "le fon es that serve as threats to implemen-
tation of full-day kindergal

Data: Some parents don't want to give up the half day of time they
currently enjoy with their chiHren. But these same parents don't want other
children in the class having an undue advantage of being in school all day. So
a contingent :if parents will object to the full-day program on political
pounds.

Internal Analysis
The district identified three major alternatives fOr consideration: imple-

ment full-day kindergarten in all schools, implement full-day kindergarten in
selected schools, or continue to implement only the half-day program.

AITERNATIVE 1: Full-day kind,n-garten in all schools
Question: What is the educational impact of this alternative?
Data: Every child would get an excellent start in school. Sonic teachers

would not he trained to implemiL-rit the more comprehensive, full-day
program.
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Question: What is the economic impact?
Data: The district would make money on the program. since revenues

would exceed expenses.
Question: What is the political impact?
Data: Some teachers don't want the full-day program. They atIm't secure

in being able to handle the expansion into a full-day's worth of lessons. The
hoard of education would have tti change school boundaries because space
would not he available in all schools tti accommodate the pnigram.

ALTERNATIVE 2: Full-day kindergarten in selected schook.
Question: What is the educational impact of this alternative?
Data: Some children would benefit by participating in a full-day pro-

gram. Other children would he denied this educational oppo:tunity
Question: What is the economic impact?
Data: For each school offering a full-day program, the state department

would reimburse the district accordingly Therefore, the program would pay
for itseif

Question: What is the political impact?
Data: Some schools would be considered as more desirable because

they offered a fun-day program. Selection of these schoc is could become a
pohticallv volatile issue.

AM:RNATIVE 3: Full-dav kindergarten in no schools.
Question: What is the eduLathinal impact of this alternative?
Ikoa. All chdren would be dcnied the opportunity to participate in a

ful kindergarten program.
?e,:stion: What is the economic imilxi?

Dake Tlw district would not gain or lose financially if the full-day
program 1X:'7Y col implvmented

Question: ti)e poh:ical impact?
Data: Many parents would 1,c that their child did not have the

opportunity to benefit from a full-day program. Other parents would he upset
because they couldn't get the extra half day of child care. The non-supporters
of a full-day program would he relieved that all children would be treated
"equally" ( i.e., a half day for everyone).

Integration of Environmental and Internal Analysis
Weighing all of the data from the environmental analysis and internal

analysis, the full-day kindergarten commiuee recommended implementation
of the program at selected sites within the district, making it optional for
students and maintaining the half-day program in all schools. The committee
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felt the combined assessment of the external and environment via a
strategic planning model led them to a %.ery ccommendation.

This section has provided a framework for districts to consider as they
include strategic planning in their repertoire of organizational strategies to be
successful in a nonrafional world. The actual model used will vary across
districts. But the essence of strategic planning should remain the same: a way
of thinking that incorporates data from the external envinmnlent with infor-
mation from the world of the organizatk)nall of this meshed with the
culture of the organization to produce recomnwndations that arc eco-
nomically justihahle, political lv attainahle, and, last hut not least, educatkmallv
in the hest interests of children.
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Empowerment

INTRODUCTION

To review points made in Chapters 2 and 3, power, in its most positive
and dynamic sense, is the ability to mobilize the energy within a school
district to get things done. As an organizational strategy, empowerment (the
process of awarding power) can breathe life and renewal into the organization.

The nonrational view of organizations holds in high esteem three as-
sumptions about empowerment that contribute to the "renewal" orientation.
First, empowerment is seen as n expanding entity within the school district.
Anyone and ny department can have access to the necessary power available.
A second assumption is that the -A.Msitkm of supp( wt (e.g., endorsement by
the b( iss), information (e.g., technical data), and resources (e.g., human
services) is the basis by which people and organizational milts hecome
empowered. The third assumption states that empowering people in the
organization to influence decisions directly affecting them leads to more
effective operation of the sell( mi )1 district. However, this last assumption does
not equate to total delegation or abdication of respimsibility key organiza-
tkmal decisions maintain their 1 wits of pinver at the top of the organization.
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Vith these assumptions as guidelines, let's look at lit Av empowerment is
manifested at three different locations in the school distritt: the formal
organizational structure, ad hoc problem-solving teams. :ind individual mem-
bers of the organization.

DECENTRALIZED DECISION-MAKING
STRUCTURE

A.s mentioned in Chapter 3, important research on implementation of
district projects, as well as the school effectiveness literature, lands solidly on
the conclusion that decisions should be made as close to the point of delivery
as possible. Implementation is most successful when those affected by a
decision have an influence on the decision. The question becomes. What kind
of organizational strategy will empower the various units to most effectively
achieve district and local school goals? The answer is. Practice the principle of
delegation. Actuall y. this answer calls for some qualification. Delegation is not
appropriate when it comes to such area.s as SC/10(4 h tard p dicymaking.
direction expected from the superintendent's office, and decisions net,..aiy
to provide consistency and coordination across the district e.g bus transpor-
talk in. maj( ir equipment purchases). On the other hand, certain areas of
decision making legitimately calf for delegation. For example, at the school
level, pnncipak and staff should have a major influence in decisit ins involving
curriculum development, teaching strategies, school personnel, and school
budgets. This means the central office will have to give up some control in
certain areas. But if the data spell out that delegation for decisions such as
those just mentioned leads to more effective organizational decisions. justifi-
cation for clinging to centralized power bccomes tenuous at best.

The actual organizational structure for achieving decentralization can
take various shapes. depending on the history and culture of the scht nil
district, lpically what happens. however, in a decentralized model is that the
organizational structure reflects lines of decision making consistent with
spheres of responsibility. For example. district instructional decisions are
handled at a level within the organizational chart where tl.w central ttlfice
instructional managers are located. This may mean that the superintendent,
while maintaining the right of final decision making, vmptiwers die assistant
superintendent of instruction and subordinan's with this area of decision
making. Decisions affecting schools include the principals in the problem-
solving rocess. Likewise, principals and teachers are empowered to make
decisions atx iut teaching and learning that directly affect their student ptipula-
tion, unless such a decision is a districtwide policy matter Delegating district
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p( they amounts to abdication of responsibility hv Mos,: ....mpowered to deal
with districtwide policy issues (e.g.. the sch(R)1 I-xi:1rd and superintendent of
sdiools).

When all is said and d( me, the principle of delegation translates into
c(mcrete organizat u >nal strtictures c niveying the belief that empowerment of
organizational units throughout the school district is the most effective organ-
izational strategy for making things happen. The fi)11( ming illustration high-
hghts the principle of delegat

SUN VALLEY SCHOOL DISTRICT STUDY

When Mari() Sanchez V11S promoted to superintendent of schools of the
Sun Valley School District, he fin mght with him a 1( mg-standing concern that
the district's organizational structure was not c(mtpatible with the district's
guiding beliefs about empowerment. As currently organized. the superinten-
dent's management team consisted of the superintendent, assistant superin-
tendent for instruction, assistant superintendent for business, pers(mnel di-
rector. and the director of c( immunity relations. Within the instruction-al
services division. the assistant superintendent for instruction chaired a cabi-
net composed of the direct( ir of elementary educati( in, direct( ir of secondary
educarkm, :HA coordinators for language arts, math. si)cial studies, and
scienoc. Instructamal issues of districtwide significance were discussed at the
instructi)mal cabinet level, then submitted to the superintyndentis manage-
ment team for final appri wal.

In his previous role as assistant superintendent. Sanchez served on both
the instructional cabinet and the superintendent's management team. Ile
observed that on numerous occasions recommendations reached by the
instructional cabinet were modified, sometimes drastically, by the superinten-
dent's management tean I. Principals, in particular, were to mbled by the fact
that non-instructi(mal administrators had a major voice on the superinten-
dent's management team regarding instructiofial issues. Sanchez could recall
several instances where the non-instructional team members, while well
intended, influenced instructional decisions without adequate data or exper-
tise iy he area. Sun Valley principals would be quick to concur with this. In
effect, the senior-kwel instructional administrators were empowered to
get things dime within the instructional services division. 1 hey had to defer
power to the superintwident's management team.

In one of his first actions as superintendent, Sanchez. submitted a po)-
posal to the board of education.delegating the instructiimal decision making
to the instructional cabinet, with final review by the superintendent. District-
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wide policy issues. however, remained within the purview of the superinten-
dent's manilgenient team. This new iirganizAtiimal strakgv. oupled with the
district's guiding belief regarding empiiwerment, expanded organizational
power hy ) freeing the superintendent's management team to spend its
power points on itenls having an impact On the ((CO pe()!' the district. and
( 2) allowing the instructional cabinet to assume more di: ect responsibility fOr
districtwide instructkinal decisions.

Another effective organizational strategy is to imp( mer local schools
with decisions affecting teaching and learning within !heir sphere of responsi,
bihijy This fiirm of empowerment several laheis: scluxil-hased manage-
ment, school-based budgeting. anc. governance. By whatever name,
the principle is the same: give the schools sufficient informatk m, rem mrces,
and support to mohilize energy at the school k.vel. The case study below
describes the organizational strategy of empowerment at the schi)ol level.

EDGERTON SCHOOL DISTRICT STUDY

The Edgerti nt School District has professed the guiding belief of de-
centralized decisk nt II...caking in the areas of curriculum, instruct km, and
personnel fOr almost a dozen years. Their track record shows they made
strides :thing these lines, with one exception. In nractice, the school budget-
ing procss prevented the latitude necessary for making instructional deci-
sions in the best interest of the individual school and conlnlunitv In other
words, daily behavior related to budgeting did not match the guiding belief of
decentralization. Bur example, school budgets were developed along five
separate categories:

I. teacher allocations,
2 aide allocations.

per pupil improvement fonds,
program improvement funds, and

5. capital and nlaintenance funds.

The Edgeruni District speccied the number of teachers, by subject area,
fin- each school. ur example, all elementary schools were assigned I li-
brarian, middle schools were assigned 1.5 librarians, and each high school
received 3 librarians. After a few 1..ars of using this system. principals began
complaining about a lack of flexibility in the hudgeting process. They Mt that
more discretion should he allowed in the use of resources to reflect the
needs of the individual school. The principals also poimed out that the rather
restrictive pri)cess currently in place (the daily behavior) dkl not ciiincide
with the guidii c belief of locating decisions as ckise to the action as possible.
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The superintendent of the J.:dgerton District listened carefully to the
principals' pleas and decided to implement school-based budgeting on a pil()t
basis. Schools participating in the project were empowered to use their
various sources of funds in a flexible manner. For example, a typical middle
school budget in Edgerton resembled the sample budget in Figure -.l.

Fig. 7.1. Sample Middle School Budget

A. 'leacher allocations 38 >< 30.000

includes 33.i teachers

average teadier
salary plus
fringes)

51.140.000

2.0 counselors
1.0 reading teacher
1.i librarians

11. Aide alhications 2.0 x $5.500 = 11,000

C. KT pupil formula funds $1-15 x i3s = -45730
rate enrollment

D. l':ogralll inlpli wernent funds 300
E. (;apital and mainten nice

"linal school budget

The principal was expected to alh>caw funds according to the amounts
established for each catsp)ry In contrast, the middle sch( xils participating in
the school-based budgeting pilot project had a different set of ground rules.
The principal and staff empmered to use the $1.2(r,-430 budget in a

manner that responded to the individual needs of the school. In other w(wds.
sizf members were mit required to use the money exactly as listed in each
cateA >IT: they had flexibility, for instance, to decide that they needed two
fewer teachers. r iore aide time, and more program improvement funds.

Although the pik it project in the Edgertut Schtx)l District enlpowered
schools with more control over decisions affecting their school, this did not
equate to total autonomy The superintendent understood that, ultimately, he
assumed responsibility for the educational pn fgram in the district. Thereft we.
the school-based i ;udgeting >cuss was subject to review and final action by
the superintendent with each school having to justify its recommendations
through a budget presentatiim to the superintendent.
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After two %vars of experimenting with sdiool-hased budgeting. the Edger-
ton District became convinced that this organizational strategy resulted in
better decisions about teaching and !earning at the school level than a
centralized model could proi.idi2. Thcrc:br,..!. Edgerton elected to expand
school-hosed budgeting throughout the district.

EMPOWERMENT THROUGH PROBLEM-SOLVING TEAMS'

To he effective in this era of chang:' and uncertainr y. a school district
requires two types of organizational structures. Every school district needs a
formal management structure with specihed tasks and lines of authority for
carrying out the routine husiness of the da: Everv district also needs another
structure, one that is not generally shown on the organizational (tarts. This
"other structure" consists of flexible, ad hoc problem-solving teamsvehi-
cles for figuring out how to do what the organization doesn't yet know

But "team- doesn't mean just any team. Consistent with the assunlptions
of integrative systems outlined in Chapter 1 and reinforced in the chapter on
strategic planning, organizations need flexible structures that combine ideas
from unconnected sources, view problems as "wholes" related to the overall
mission of the district, enable multiple perspectives to he taken into consid-
eration, and have the power took to carry out the assignment. In practice,
these structures take the form of participative teams, composed of staff across
various departmem, and assenthled on an ad hoc basis to resolve issues that
have distt-ictwide implications.

Before moving to a more in-depth analysis of empowerment through
participative tear s we should point out that the team approach isn't always
th, 1st effective strategy Under the following conditions, employees don't

.z t a cd to be involved:

when one individual has greater expertise on the subject than others
in the school district:

when the solution has already been determined, so that forming a
participative team to "create" a solution wtiuld he a waste of organizational
energy:

when an individual has the issue as part of his or her regular assign-
ment;

' The balance of this chapter draws heavily on rwo important NH iks hy Rosabeth Kanter: Me
aaage .Slacters (1983) and Men and Wiawn af the Calpfwatiwr 11(r- Kante6 reseanh
pt.( wkles pnWiwative insights into how organizatkms work. Although the research is based on
private sector data, we kel it has major implications for school districts.

7.4
U



ENIN FRNIEN I

when no one really cares much about the issue. including instances
where the issue is trivial. as well as situations %vhere the problem is so hroad
it has no meaning to the individual; and

when time dictates a quick decision.

flaying acknowledged instances where participative teams would be
counterproductive, the organizational strategy of forming integr.iiive teams
has proved extremely effective when an organization needs to:

pool sources of expertise and experience from several departments to
solve distciawide issues;

allow those who have knowledge of the issue to get involved;
build organizational ownership on a controversial issue,
balance or confront vested interests:
bring multiple perspectives across departments to a school district

issue; and
develop and educate employees through their participation.

Even when the situation clearly warrants the team method, unbridled
participation can he disastrous. To effectively use participative teams as an
organizational strategy, several dilemmas need to be managed.

Dilemma of Getting Started
Imposing participation seems like a con radiction of terms. But how

does a school district get the hall rolling when it comes to forming teams? If
employees are directed to -volunteer- for a project, they likely will be
reluctant participants. Also treating participation as a privilege doesn't prove
convincing to veteran staff members who realize the time and commitment
involved in most committee assignments. To he most effective in gaining
participation at the outset of a project, district leadersh:: must clearly de-
scribe the purposes of the project, state how the organizan: il benef it, and
indicate the expertise needed to get the job done. As emj-....,:xes who feel a
commitment to help the organization perceive they have something substan-
tive to contribute toward the issue at hand, they will more likely consider
devoting time to the team.

Dilemma of Structure and Management
Problem-solving teams face the curse of too much freedom. \ague,

muddled, contradictory messages about purpose, timehne, and available
power lead to immobilizatkm. The committee then wastes valuable time
clarifying purpose, debating timeline, and wondering if they have the clout to

-5 8 .1
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make things b ipn. In contrast, when an ad hoc team has a clearly defined
structure specirH1 .he limits, timeline, political realities, and commiree
charge. they c channel their energy toward the issue, without spending
precious time wondering what they're supposed to do and how they're going
to do it.

A related dilemma is one of leadership. Senior officials must strike a
balance between giving up total control of the group and holding too tightly
to the reins. Delegation, in its optimal sense, means initially setting the
parameters, then staying involved through coordinating resources, reviewing
progress reports, and being available to meet with teams at critical junjures.
Specified relationships between senior management responsible for ce.,Aven-
ing the team and the team itself signal to mernh,:rs that top managemei a (loes
care about and value the work put forth by the team.

Dilemma of Teamwork
For most members of a team, participative decision making means just

that: involvement and influence regarding the issues facing the team. Kanter
(1983) observed four types of inequalities that can cre:k't- an unhealthy
balance between team members participation.

Imposition of the Inerarchy For problem-solving teams to be effective in
an integrative environment, they need to be drawn from across departments
and organizational levels. However, if the higher level administrators assume a
privileged position in the group, what was a strength can quickly become a
weakness. By reproducing the organization chart within the team, lower
status people in the district assume lower status roles in the problem-solving
team. To avoid this imposition of the formal hierarchy, senior officials forming
the team plus the higher level members on the team must demonstrate that
for the purposes of the team assignment, all members enter the team arrange-
ments at an equal level.

Knowledge gap Another entry level dilemma is presence of a knowledge
gap in the teams. Unless the gap is minimized or eliminated, the poorly
informed compete with the highly informed (who, on most policy issues,
usually are the higher level administrators) as they struggle to make cooper-
ative decisions. In actuality, th,- less knowledgeable team members lose
credibility in a hurry, consequently losing power to influence decisions. This
condition undermines the productivity of the team and the legitimacy of the
process. One way to close the knowledge gap is to make the necessary
information, resources, and support :wadable to all team members. In
addition, when the team is formed cipants should be given a thor-
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ough briefing regarding whatever background inh mation is necessary to
operate successfully in the group.

Pemnal resource gap. Inevitably, people bring t I!,e team setting an
unequal dis'xibution of personal characteristics and sk,:, . A combination of
ethal skills, the ability to conceptualize issues witliin the broader context of

values, issues and overall direction of the school district, plus previous
experience in cross-departmental problem-solving teams enhances the
power of these individuals. A major responsibility of group leadership under
these conditions is to tirst recognize these differences when they occur,
control the "air time" of the mon verbal members of the group, and try to
show that the immediate problems of the group aren't highly dependent on
what group member: have contributed in their rrevious experience on
problem-solving teams. The group leader should also encourage those with a
"personal resource gap deficiency- to hecome mote verbal and become

iliar with the broader context if district operations.
Internal polllics qf Wants. A school districtS guiding belief about the

MpOrtance of teamwork gets :di( wed to the background :f, in real life, teams
bring to the group self-serving interests and a segmentalist view of organiza-
tional decision making. Politics beo mie thickest when team members feel
they must compete to earner r2sources for themselves or their department
and when they bell leir major role on the team is to represent their
departmental or sch ilterests. Conversely cooperation can he enhanced if
the participants serve as individuals, not as messengers for a constituency
This can be encouraged by clarifvind, the district belief that "we believe in -an

integrated approach to probler: ,olving. We're all in this business tiigether,
working cooperatively not competitively, to achieve school district goals.-

Another source of political tension within groups is the convening of
people who represent &lions th:u have a history of hostility and mistrust.
Bringing these tensions to the team table likely will lead to even more
hostility and eventually to diminished group productivity A successful strategy
used in labor management groups is to lay a careful groundwork consisting of
improved communication channels, demonstratioii :. of good faith efforts on
mutually important issues, and resolution of nuisance issues before the team
is called together. Suppose, for instance, a school district at'ministration .:vants
to form a joint committee of teacher unh in representatives and senior school
district officials to develo; wavs to give teachers more recognition. Assuming
such a cooperative venture has never before been proposed, the superinten-
dent probably will need to meet quietly with union leaders in advance to
build a trust level, establisE informal communication bemeen the two
groups, and head off as many issues as pi issible before the wimp is cc invened.

7"
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bIt- example. the union is warv that d, Ms Made !'y the e()mmit;ec ill

he seen as preempting the official uniol t1ctision-inaking prot-ess, the super-
intendent and union president coukl strike an ag,.-et:fix ni to refer all deci-
sions that have possihle teather contract implications union humiu-
cracy for appro. al. By resolving this issue ahead y. ic miion-
adMillistratiOn committee can avoid ti test: pohtics in coili; .cc

Dilemma of \Trading Down
Once team members overcome harriers to success. they May find that

the taste of success fs one worth sustaining. Relinquishing power
and the amoula of power act ruing to a well-oiled team is formidably. gten
thise teams stand ready to expand their original charge or hiok ior com-
pletely new a.:signments to tile point of lohhying for standing coinmittee
Status. A related dilemma is development of primary allegiance i l ic t!..iin
r;nher than to their original constituency This allegiance makes it c,,.111,1( ri
difficult to wind down. Therefore. careful planning is necessary to ordic,.trate
the life and death of the teams, and ground rules must he established that
spell out the conditions signaling their demise.

GUIDELINES FOR PARTICIPATIVE
DECISION MAKING

Rarticipation is not the answer to solving all organizational problems. It
is. however, a viable strategy that empowers people across the scho()I district
to pool their infiwmatior .s(n.irces. and supp(wt nemirks in an elf( wt
tackle tough problems a y emerge in the district. A.s this secton has
illustrated, even when t .frk seems the most fi)gical approach to scl( )ol
district problem solvir at. his process wl)rk effecively is not an easy
matter. To be effective, partit in:hive decision-making teams shc,'Id operate
within the following guidelinc.,.

ssignment of nieaningful, manageable tasks with dc. 1 iundaries;

a carefully delineated time frame and set of reporting relationships;
a mechanism for involving all of those parties with a stake in the issue;
a medi inism for providing visibility, reward, and recognition for team

efforts; and
clearly understood pn)cesses fir the formation and dissoivinA A

groups, along with an understanding of hov: (Leh' work will he used after the
life of the team.
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I-or a school district to be Sticecssful in the i;,(. panicipative decision-
making teams, the district must invest a lot of energy in attenihng to the
conceptual and practical details of making them function effectiveIy. I lowevr.
the end product k w.i ill it: a proces.s for energizing the grass n )(its and
empowering thtzra tn an integrative way to strengthen the organizatk

POWER THROUGH PEOPLE

Traditionally power has been associated with odes and placement on the
organizational chart. But rt:al empowerment. the ability to get things done.
comes from access to the powet tools of support. information. and resources.
As school districts seek to expand access to power within the organization.
they realize that a critical organizz.:zional strategy is to empower individuals.
This can occur in two wavs. through selected activities and through the
building of alliances.

Empowerment Through Selected Activities
Individual employees usualy don't accumulate power points by per-

forming their assignment in a routine manner. Even doing an excellent job of
what is expected doesn't enhanie a person's status in the organization.
According to Kanter (1977). only selected types of job activities increase the
power of per.;ons within the organization. Specifically. activities colitributing
to empowermeir should meet three criteria: ( 1 ) they are extraordinary. (2)
they Are visible, ai:d (3) they arc rekant to pressing organizational problems.

Evraordinarv activities. If thc school district routinizo; all assignmems
by reducing opportunities fr creativity, risk taking. and experimentation. Ilk_
district diminishes any hopes for people to perform in cxtraorlinary bshion.
In contrast. enten rising school districts can actually cn ...e opp-rtun: .es for
extraordinary activities in several ways. First, okificts can c:_,:tt:uct new.
exciting positions with access to necessary power tools. Employees who are
the rising stars could be encouraged to assume these positkms, thereby
enhancing their personal power, as well as contributing streng,!' to the
organization. A second way to engage in extraordinary activities is to innovate:
Employees who are willing to take risks by staking claim to innovative
projects can accumulate resources, infOrmation, and support for the subse-
quent activities. If successful in their venture. employees can count on added
empowerment within the organization.

Visibility Invisible assignments are those which are pan .1 the standard
operating procedures of the district. Just being a principal ,li ziutomati-
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calk create visibility For activities to enhance power. they have to attract the
attention of others in the school district. For example. jobs that bridge more
than one department tend to he olore conspicuous (e.g.. the coordinator of
nursing services who works directly with the depar:ment (If pupil services
and the curriculum department ). Similarly, having contact on a regular basis
with special education staff as well as regular educand staff or having the
opportunity to work in more than one school heightens visibility

Another wav to be noticed is through pa!-ticipation on key committees. In
general. serving On school reading committee isn't er,d)ugh. However,
working on a joint teacher ,Idministrator committee reviewing the teacher
evaluation system likely will lead to districtwide exposure. Also, being se-
lected to participate on a citizen-school district task force charged with
developing recommendations for desegregation probably will he an atten-
tion-getter.

A thi(d source of visibility is frequent job mobility This kn't job-hopping
every year or two. But a change every three or four years gives the employee
multiple perspectives on the organization and gives him or her more ex-
posure across the district. As people move around. they have the opportunity
to strengthen their repertoire of power tools. They also can strengthen the
network of people who can help them mobilize resources in the district. This
breadth of knowledge about the district and increased contact through the
organization especially come in handy when individuals are seeking promo-
tkm in the organization.

Rela ring Even extraordinary and visible activities won't necessarily lead
to individual empowermcnt without the third ingredientrelevance, which
is defined! ,tr; whether or not the activities are associated w ith pressing school
district issues. As an illustration, assume a school principal decided to press
for educational reform by developing a continuous progress program in the
school. The purpose of such a program is to do away with grade levels and to
allow students to learn at a pace and level appropriate for them. The project
may he considered extraordinary and highly visible. I . lssume also that the
school board, applyig rational model, is in tI. middle of trying to
standardize its curriculum across all schools. Clearly t;, . continuous progress
program faiis the relevance test. In fact, it proves contrary to the districtwide
issue of standardizing curriculum. Conclusion: no added empowerment
withg-, Inc organization for the principal. On the other hand, imaging a

principal who responds to the school board's effort to decentralize currii
lum decis'on making by voluntee, to be one of three schools in the district
to try schd-ol-based budgeting. Assuming the project is highly successful, with
teachers expressing strong satisfaction because they have more i Iluence over
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local curriculum matters, then power will accrue to the principal because all
three criteria are met: the project was extraordinary, highly visible, and
relevant to district issues.

Empowerment Through Alliances
A sometimes overlooked basis for individual empowerment ill a school

district conies from colleagues working at various levels in the hierarchy In
this section we descrihe how empowerment results from three sets of con-
nections: senior-level administrators, peers, and subordinates.

Sponsors. Because of their position and ready access to power, the
leadership of an organization has the clout to empower those at lower rungs
on the organizational la ler Referred to as sponsors. -iese senior-level
administrators play four important functions in thc empowerment process.
First, they assume responsibility for ensuring that appropriate introductions
are made to key administrators in the organizational hierarchy Second,
sponsors can defend an individual when he or she is the center of controversy
during closed-door management meetings. Or, on the positive side, spl:nsors
can recommend an individual for promising assignments, which will further
empower the employee. Third, sponsors can cut red tape, bypassing blk. usual
chain of command. By extending a "drop hv anytime" invitation to selected
ind:viduals, sponsors can dispense information and short-cut the formal
communicatioo structure via these informal relat: hships. The fourth func-
tion of sponsors is to 1...-ovide powerful backing at strategic times. For employ-
ees located in middle and lower slots on the organizational chart, a big chunk
of empowermen. .-)rnes from the credits they've earned through access to
resources in the form of backing by influential administrators. One note of
caution, ho.ever: the wider the organizational distance SY,'71:1.--ti sponsor and
the person sponsored, the more tenuous the mt.), relationship.
Individuals should not place all their chips on the by

. .,ingle sponsor.
Peers. In research conducted within the corporate sector, peer accep-

tance was identified as a prerequisite to building a power base. its individwls
move through the ranks, they find that their track recoro for working with
peers becomes critical in future situations where power tools are needed. For
instance, if an entrv level administrator developed a reputation for sharing
information and sharirig success with peers, this reputation can be a powerful
lever (even in the form of accumulated chips) as the individual moves up the
orgaMzational ladder. Suppose, for instance, a middle school principal in the
Fort Sioux School District applies for the position of director of secondary
education. Members of the selection committee who are peers of the candi-
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date recall .md favorably of instances where the candidate went to
lengths to work woperativelv with colleagues and assumed a major lead-
ership role among middle school principak as they revised their curricukim.
Such a sohd reputation among peers proved to ix the ,,wing lactoir ill
chocking the middle school principal for the director poisition.

Subordinates. Empowerment doesn't akYavs flow from the top down.
Senior administrators can enhance their own power k: building alliances
with subordinates. particularly the rising stars. In its most extreme and selfish
case, sustaining these allimices hecomes Important because the subordinate
could suddenly become the hoss. More often, du nigh. senior administrator,
must co runt on those km:Cr on the organizational chart to implement pohcies
and programs that the hoard t )t education and top administration devekir In
addition, high lewl administrators acouire extra credihilitY and concomitant
empowerment points when they can take credit for rising, stars tinier their
tutdage.

Hollow Power: Accountability Without Clout
So far, the discussion has highlighted the ingredients for individual

empowerment, ways in which empkwees can haiki a power hike with the
help of superordinates, peers, and subordinates. The flip side of this discus-
sion centers cw. rhose who have power officially vested in their position hut
end up powerless in a practical sense.

One of the worst situations for managers is when their position holds
them accountable for certain results but they lack the ahihty and credibility to)
fulfill the expectations of their position. Consider., for example, director of
elementary education who supervises all ektnentary principak in a school
district. If the director can't run effective meetings. can't satisfactorily resolve
disputes among the principak, and doesn't understand the district budgeting
process, it won't take long for the prindpals to) turn to sonwone c.lse (e.g.. the
superintendent) for hel When this happens. certain behavior patterns can
be amiripated. dfrector of elementary education will hoss
whome... The irony of this behavior is that tlic: direc(or tixlic)
is prac ii A:cc-less) mav attempt to he more controlling than ever.
Without :he usual empowerment took rrailabh.r. this administrator!: likek: viU

resort to thc levers of reward and punishment. Rewards take the form of
bending rules, and punkhment occurs through enforcing the ruks. When
these power tactics result in resistance and anger by elementary principak,
the director may resort to more controlling behavior.

A second behavior pauern of powerless leaders is a knv-r,sk. play-it-safe
attitude. Making sure that everything is done right is the o:,y response t

8 8
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those w.lic lack sufficient empt )werment. and they demand this kind of
ritualistic conformity from suhordinates. In response to organizational
powerlessness, these managers guard their own territory jealously. They -wail
off"' thir turf and pnitect against any intrusion from outside their divish
They also discourage those within the division from going beyond the
division boundaries for resources to get the job (lc me. This behavior results in
the segmentalist approach to organizational life that we have identified as
contributing to organizational ineffectiveness.

CONCLUSION

The above di .,rssion graphically illustrates die importance of emp( iwer-
ment in order t., make things happ(' within a scho(fl district. Those who
secure e: ipowernient points beyond their official boundaries establish in-
creased credihility, which serves as a basis for more power. As Kanter pat it
( 19' ):

The powerfui are not only given material and symbolic advantages hut they are also
provided wifil circi.mr4lnces Mai can make them more effective mob)11.....i of other
potpie. Thus thcy .an acci)mplish and. through their accomplishineras. generate
miire p(twer. As this huilds. they can build alliances, with oll-JT poiple as el)lleagues
rather that- threats. and dmiugh their alliances generate min.. p()wer (p. 1961.

In contrast, the powerless are caught in a downward spiral. The control-
ling behavior of powerless leaders :licks further resistance to power, prt wok-
'lig more rule-minded attempts at pt )wer. leading to a segmental orientation
w:th no rewards for risk takr-;g, change, apd ultimately (7e-th.

In today's (-hanging environment, school dist( ' a segmental
orientation. They need leadership eN. ith a visit,. ,itegrate the
concepts of the nonrational model with flexil ..snial strategies
designed to anticipate changing conditk ins in oi,t. .4 effectively carry
out the mi,-itm of the district. The leadership ch.,....A,-ristics for such a
challenging assignment are the subject (if Chapter S.
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LeMership in a
r;_zz.t °' lnal World

INTPODUCTION
It jS apprOprilde t() immeihatelv from a discussion of empower-

Ment into a discussic Hi if leadership, iiii.e empowering others is one of the
most important things an effective leader can do. In one sense. the effective
leader serves as a power sofa-cc foi. the orgwfization. I lOwever, rathcr than
doling o, ri:rtions of a fixed entity to fortunate others, the effective leader in
the noorational organizatic in generates power. I. :he leader's successful
efforts at empowerment, power grows as an entity in the organizafion.

A FRAMEWORK F021 LEADERSHIP

It should be apparent that a great deal is called for from leader in the
circumstances of rapid diange and ccinflict we have described. Such a person
must grasp the organizational concepts discussed so far and be able to
implement the strategies we have developed. All the excellence literature,
both that about schools and the private sector as well, converges on the
importance of effective leaders,
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Ji,c J.tset. we need to construct a framework that will undersci we the

Impw.:111Ct! Of the nonrational world's context for leadership. This frany.w1wk
is huilt i!;e material in the preceding chapters. This context fin- leadership
is as inmortant as the leadership qualities we are anout to discuss. k mherwise.

there danger that the qualities we develop will lose any meaning except
for 0;:. a conventional denotations, which have the character uf leadership
literature cliches. For example, it is useless to suggest that a leader needs t()
have vision, unless that quality is anchored in the context of a nonrational
view of organizations. If vision is not informed hv knowledge of that context,
in our judgment it may hecome delusion.

With this caveat, then, the leader in a nonrational w(wld must he capahle
of assuming responsihilitv for the sequence of activities outlined in Figure
8.1. Each of these activities is developed in the following sections.

Fig. 8.1. Leadership in a Nonrational World
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Understanding and Assessing the World Within and
Beyond the Organization

The leader must know organizations really operate. and not rely
solely on traditional views of ho m. they should operate. 'Hie leader must
understand both the iational and minrational models for thiH.ng about
organizati( ins and reality

Knowing the world within the organizamm means ;, ,.ulture
and knowing how to work with it. Persuasiveness. teaciiii, t. ,md the
ability to manage symbols arc inip,irtant skills. Rosabeft. 19831 de-
scribes skill -in persuading ot:It.;-, to invest information, support. and re-
sources in new initiativr as a -power skill- (pp. 3C-3( ). Ve have pre-
viously mentioned ;M)n of those three commoditi, as tools for
en:powerment of oi qurallv, the effective leader wili ic skillful in
convincing people ii .:nization to invest their resources in promising
initiatives, and by increase the pi iwer and cohesiveness of the
organizational culture.

The leader also influences the culture of the school district by serving in
the Ilile of teacher. The effective leader continuously teaches the vision.
yak', , mission. goals. and objectives of the organization to others. In this
ci )ntext. leadership means assuming responsibility fill- creating a thiw of
purp( iseful and unifying images thniughout the organizational culture.

As an adjunct to teaching and persuash in, as well as to establishing the
proper organizational culture to support innovation, a leader must know the
importance of symb(ils and have skill at using them. For example. svmb(il
management includes: consistently reinfOreing the values most important to
the organization. distributing reward and praise to those who perform well,
attending events that have symbolic importance to the district, and repeatedly
emphasizing th()se accomplistiments that demonstrate constancy in !impose
within the organizadon. Through lcader behavior in these and other areas.
inlages are created that come to characterize the organization.

The nonrational leader must have a solid understanding and knowledge
of those demographic and cultural trends outlined in Coapter I. Thest trends
represent an important aspect of the world beyond the organizati( inthe
external environment. Further a leader needs a personal stratir f w environ-
mental scanning, in order to stay abreast of change in the external environ-
ment. This is not a task that can be done once, then f(irgotten. The monitoring
and interpreting of events is something the nonrational leader does continu-
ously and systematically This skill is referred to as versatility by some writers.
and is paired with focus (Hickman and Silva 1984, pp. 199-200). Focus
requires concentration on detailsa few at a time. Versatility requires the



Pk( ul-Tra S('11( S1L SN'11-.Ms H )it A Nt KATit '.N.tH

opposite---the capacity to emhracc articipate in an e\ er-,:hanging

\\orld I lickman and Silva 19Ki, p. 1Tsa:ility ilylps to ayaidpate change.

focus to implement it.

Forming Assumptions and Drawing Conclusions

laving uccessfully ach:eved a solid understAnding of the world within
and heytind the school district, the leader must use these data to kirni
assumptions and conclusions about the organiz_n on and the external en-
vironment in whidi the organi.zation is operating, i;!stance. the five -new-

assumptions listed in Chapter I might he like+ This all merges into a
unihed view of the organizational gestalt, and 'Ai ',vs the leader to begin to

see a direction and future for the organization. the minrational leader
must take perhaps the most difficult step:

Conceiving of and Constructing a Vision of the
Organization's Future

Vision is a pntal journey from the kiuiwn to the unkmmi (ilickman

and Silva 1984, 'it). The leader creates a future from a mintage of facts,

hopes, dreams, and forecasts. Vision is the pniduc, of exercising num skills
in a holistic way to create a mental picture of what the future could and
should look like. It is not undisciplined daydreaming; it is more than a short

intuitive flash. This deveh Ting vision has fOur dimensions.
Foresight. Looking into the future, the leader is able to sense not only

what will happen. hut on what time schedule, to anticipate those items that

need shi mrt-. medium-, and long-range planning. The leader devek ins a sp...

cial Unit!. including a sense of the rates of change and the time

required to plan and respond.
IlindObt. At the same time, the leader looks backward. The deyelf

vision cannot violate the cultural norms of the organization. The history of the

organizattn inits past trials, hen ics, and svmhol.sis critical in building the
future. The external environment's history in regard to the organization and

its past is also crucial. The nonrational leader finds V, .31'S to learn ahout this

pass, and how to interpret it.
A note of caulk m is needed here. 1Tiically, .a,examined individual and

collective visions of the past tend to err----usually in the direction of a more
positive imerpretat'on than the actual reality Iv( mld warrant. The tendency is
to look back on the past as a kind of -goklen age" or -Camelot,- perhaps
stemming filial a natural human ability to suppress had experience. As an
effective use of hindsight, the m inrational leader may have th, unpleasant task
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(It correuing such unexamined yisiuns of the past for the benefit ()I the rest ot
the organization.

Depthperception. The ni inratiimal leader is able to see the big picture. to
see how all the parts work together as a Intal system. The leader also is
capable of holding different potnts of view so that multiple possibilities can
be seen. For instance. the non rational educational leader can see things from
the instru,lional side and from the business side. from the view of the
personnel director from the view of the principals. from the union leaders
and the rank and file. Depth perception extends beond knowing the tradi-
tional wisdom about how various groups see the workl. Leadership means
understanding what life looks and k.els like for these people in this particular
organization. Understanding and assessing the organizational culture is it wal-
uable in devek Ting depth perceptiiin.

peripheral ve have already stated .h need for scanning beyond
the organization: the nonrational leader needs to know what's going on -out
there.- and needs a systematic way of su, tig inR (ruled. It 5111 mk1 he stressed
here that the leader doesn't seek just a :-indom collection of facts about the
periphery of the organization. In fact n each of these fOur directional
r...4taphors for vision, the emphasis k .; synthesizing what is kn(wn into a
cohesive picture that will ,..-ontribute :A ;he leaderls ultimate vision for the
organization.

In summary, the visionary lea, jT more than dream in a stream of
consciousness fashion Each of the 60 lensiims just described combines to
r.4.ate vision with a focus. Next. the I, jer is ready to start making the vision a

reality
The effectix:. leader will seek tbe ;mist powerful way to present this

vision to the rest of the (irgaiu,Aion. Conimunication skills. particularly
creative ()nes, are important at thi, po..nt. Fluency in creating effective analo-
gies, metaphors. and symbols is essential. Like die late Ray Kroc of McI)onahls
fame, the leader mu,-4 help others see "beauty in a burger- A recent example
that came to our attention may help.

The leader and staff of a gifte:..i and taly-iled program housed as a
separate sell°, .1 in its own building had been hoping that the district:s
reorganization plan would nil ive them to a new site. The program had
experienced a number of pr()blems, and many negative feelings were ass( ici-
ated with their current physical plant. I )wever, district action, while rem( w-
ing the source of some key iimtrucli ulal pniblenis. left the program at its
current site. The leader told us that she and her staff felt as if they had been
placed in a iding that was then wrapped tightly with Saran Wrap. She was
reminded, Lowever, that some key problems were eliminated. She agm
ant.! then. in order to change this suffocating vision of tbe future, the leader
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decided to create a new image and share n with the ',fah: she de: ided
tfflyision 'he building ;IS wrapped in soap huhble\ in order to present to her
staff a fceling of new freed( im and opportunity. site :.ind the staff then decided

to star, the next scluxil -ear hv having everyone, including the students. write

their frustratit ins on lid mm ballot ins and release these as a first-day activity:
This image has started the staff on a number of other inns wative ideas ft ir the

coming Year It serves as an example to show how selection and communica-
tion of images can transform what is essentially the same situation from a

problem to an oppirtunitv

Applying Appropriate Organizational Strategies
In earlier chapters, we discusst- two major organization:il strategies:

strategic planning and emptiwerne:'.. effective nonrational leader has

major responsibilities roiripewi:r:s in these two areas.
Strateqic ,m-gai.7.ational strategy flows trial three assomp-

tit ins:

Vie nonrational model accurately describes the real world.

2. We live in a dynamic w(nid of rapid change: this is not just a tempo-

rary condition until we get a rational handle on things.
3. The external world is inextricably hound into our nlanning elf, iris,

With these assumptions in plao., leadership skills heconl: critical the

areas of scanning, monitoring, and interpreting the en: ironmcnt and tht-
organization. Successful leaders need the skill um focus simultaneously on .!ie

past. present. and future, combining the skills of historian and futui ; s.Vith

the rapid pace of change, a leadcT will find timelines tOr implernutit Ill
evaporating unless he or site ISlaS :ignod sense of the flow mill awalling

eVellts in the nonrational world.
Another quality that is valuable in strategic planning is patience.

Strangely, perhaps, patience is a skill related to vision, and an enaNing skill
that assists tither skills io be effective. As Hickman and Silva put it ( 198.1,

p. 223), -If you have develop: a thoughtful strategy and have fostered the
kind of culture You need to ii:',pF:.ment it successfully, you must he patient to

see your visit ;11 thrtiu.._;li to its cc inclusion, Ot lierwi. you probably lack faith

in your vis:on.." while we will not discuss as ait au' dn.', of 'wade.
the reader could co mtemplate its place in the scheme of things. Impatience for
quick fixes and bottom line tvturns, coupled with a lack of faith, has pn

dest T.( iyed many gt x.1 corpt irate visions,
Empouvrment Empt iwerment occurs when and units ill

the organization gain access to support. inforr Juries. Pre-
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viouslv, \ye argued dui people coukl he empowered at three levels in the
organizatuill: Ihe fornial structure, ad hoc teams. and individual members of
the organization. The effective nonraty inal leader needs to have skill in
working with cacI1 of these levels.

The leader sees units of the organization as interdependent and sets up
structures that create an integrated system. with cross-cutting relationships
and decentralized decisit in making. When decision making is decentralized,
the leader needs skill in persuading others to invest their efforts in the ideas
of entrepreneurs and creative subunits. The leader needs to be especialh
skilled in bridging the gaps betwe,:n 1:.:terest groups.

The leader Asti must have sla setting up ad 11()C problem-solving
teams. These teams are formed in such a way that tht'v combine ideas from
unconnected sources. view pro:,1ems a., wholes. take multiple perspectives
on issues, and have the power tools to carry out the assignment. lu providing
the power tools, the leader again has to be effective in persuading others to
invest time. nil( wmatit WI, and res()Urces in teanm wk. The effective leader also
needs to have skills in managing the problenv. and dilemmas that occur with
die use of teams. Si ime major skills that help here are Sensill\ ity. patience,
appraisal skill, versatility. and teachin,..: ability. These skills will alsli haYe been
used in creating the organi.tational Structures, alld they will be vital in the
third level Of empowerment.

The third level is emptiwering people. Here, the leader empower,
Peuple hv a!-signing extraordinary activities. by rew irding star perfOrmers,
and by forming empowerity; alliances. Making the proper chokes here
requires the nonrational leader to exhibit analytical skills, intuitional skills,
and interpersonal skills.

Converting Vision into Organizational Reality
Tile ri inclusit ni Innll b dlov.ing the above steps over time will be

to convert the vision the leader had for the orgaAization into reality Commu-
nicatit in skills mentioned earlier are particularly critical in this conversion
pnwess. The iwganization slumld not be ctinfigured in a WA that reflects the
vision. Tlw organizational reality will reflect not onlv all understanding of the
organizattOn 011 the part of the leader but also an understanding of the
context for organization. Tlw culture of the organiz...i.uon will he known ti ihe
leader: its symbtils, rituals, and guiding beliefs will be kmnn to ail. The
organimlit in will lichave in ways consistent with its beliefs. l'ltimately, the
existence of a healtliy organizational culture will be the litmus test of whether
a pn iper vision has been successfully converted to orgaInzational reality
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LEADERSHIP SKILLS
Throughout the previous section, we referred to a variety of leadership

skills, abilities, and qualities that are dependent on the context in which they
are being exercised. Ve do acknowledge that a repertoire of skills is impor-
tant. It might now seem appropriate to proceed with a list of skills, which we
then would formally define and discuss. I lbwever, to create a list and discuss
each skill in turn has a pitfall. Providing such a list implies the skills are
discrete and logically leads one to a skill development approach to lead-
ership. While we would agree that work on discrete skill development could
be incidentally helpful to the prospective leader, our basic position is that
good leadership comes from thinking about organizations in certain ways.
and then taking appropriate action based on that thought. In other words. the
leader needs the nonrational model and its strategies to shape his or her
thought and action. The skills, abilities and qualities must operate in concert
to create that thought and actionrarely are they separately or serially
exercised.

flaying made a pitch to avoid separation, we want to violate our own rule.
There one quality above all others, that serves as a center to hold things
together in a nonrational world. It is the one characteristic that is absolutely
essential to leadership. binding all skills into an effective whole. It is integrity

THE FUNDAMENTAL NATURE OF INTEGRITY
The word "integrity" comes from a Latin root that means "whole" or

"entire." The word itself means that something is sound; in an unimpaired
and uncompromised condition. It also can mean adherence to a code of
values, be they moral or artistic. When applied to people, it carries a sense of
incorruptibility and wholeness. People who have integrity have a strong
center or core of values and skills that hold things together. The concept we
discuss comprises all the above elements.

Some 1,500 managers and executives were asked to identify and rank
qualities most admired in subordinates, colleagues. and superiors. Integrity
v..a.s the highest rated quality for all three groups. For superiors, it even
ranked ahead of the quality of leadership. A related concept, honesty also
ranks high in such surveys, as does responsibility We argue that it is this
"integrity complex" that serves to hold together all the previously discussed
dimensions of leadership. In fact, Cunningham (1985, p. 20) cites integrity as
a key symbol or hallmark for the quality organization, as well as the leader.
Without it, organizational endeavors and leader behavior can deteriorate into
ad hoc opportunism.
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If integrity, through leader modeling, becomes a guiding belief of the
culture. it has great power. A leader who demonstrates such qualities inspires
trust in subordinates. The leader will not have to constantly prove the good
intent of his or her actions. Further, if integrity is a guiding principle, then the
leader can trust subordinates. This in turn opens the door to decentralized
decision making, teaming. and empowermentbasics for making the nonra-
tional organization successful.

It could be argued that integrity can't be taught, that it is part of one's
character. Perhaps. But we feel integrity can he willed in an individual and
created in the organization. It is a matter of personal choice. And so. the
principle is under the control of individuals and organizations, which is all
that matters. also feel that conscious application of the other skills,
attributes, qualities, and processes of the nonrational leadership model will
have the effect of creating many opportunities for integrity to be exercised
and thus practiced.

In summary, the integrity of the leader and the organizadon created by
the leader's vision becomes the point of stability for people in the rapidly
changing and ambiguous social environment described by the nonrational
model. And so, again, without this central anchoring place, attempts to deal
with the rapid change of our world through adjustments in the organization
will probably be unsuccessful, even if some other aspects of the nonrational
model are in place.
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The Nonrational Model
Applied to the School

INTRODUCTION
Up to now our analysis has dealt primarily with the organization of the

school district. While we haw occasionally made reference to school build-
ings or to school principals, we have not applied the nonrational model to the
world of the school. We firmly believe, however, that the principles embedded
in the book thus far are relevant to the organization of the individual school.
In this chapter we illustrate how the nonrational world view can be used to
think about schools by discussing two aspects of school organization that are
crucial to understanding and promoting school improvement: building
culture and principal leadership.

In the discussion that follows we do not simply transfer ideas and terms
from the district to the school. In part this is because the two organizational
levels are dissimilar enough that substituting "schoor for "district" and
"principal" for "superintendent" could be misleading. But, it is also due to
our beiief that the nonrational world view is not a formula to be mechanically
applied. Instead, it is a way of thinking about organizations, in this case
educational organizations, that is powerful precisely because it more accu-
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rately reflects the changing reality of those organizations. While this chapter is

not an exhaustive treatment of the nonrational model and school building
organization, it does provide guidance as school administrators contemplate
professional activities in a nonrational world.

SCHOOL CULTURE
Within school districts, a special form of subculture is the culture of the

school. In fact, school culture has become particularly significant as re-
searchers attempt to uncover the characteristics of effective schools.

For instance, from an effort to understand why some elementary scbools

are relatively more succ_ssful than other schools ser:ing similar populations
of students, culture has emerged as the most persuasive explanation
(Brookover et al. 1979, Cohen 1983, Hawley et al. 1984, MacKenzie 1983,

Purke and Smith 1983). Schools considered more "satisfying" by teachers

and saidents had different cultures than did schools deemed less satisfying
(Good lad 1984). Middle schools judged as contributing to positive adolescent
development were described as having distinct cultures or "personalities"

(Lipsitz 1984). The "goodnells" ascribed to ctemplary high schools by Light-

foot (1983) referred to the schools' 'overall culture rather than to five or six
distinct elements. In the debate over the merits of public versus private

schools, the culture of private schools is assumed to be partially responsible

for their alleged superiority (e.g., see Coleman et al. 1982). Research into the
implementation of innovations has sharpened 31.rs understanding of the
power of school cukure in determining the fate of proposed reforms (see
Sarason 1971), and recent discussions of teacher effectiveness have empha-

sized the influence of aspects of the school culture on classroom climate and
instructional techniques (e.g., Lieberman and Miller 1984, Rosenholtz 1985).

Finally, though they do not speak directly of school culture, the reforms
proposed by Boyer (1983) and Sizer (1984) would alter the organizational
structure, normative values, patterns of behavior, and so on, of high schools
and result in the development of new institutional cultures at the building

level.
In discussing school-level culture, a degree of confusion unfortunately

arises from the use of multiple terms. Some researchers favor ethos (e.g.,

Rutter et al. 1979) or climate (e.g., Good lad 1984), while others substitute
moral order (Cohen 1983) or learning emironment (Hawley et al. 1984).

Still others talk about school social systems and separate culture from social
structure (Brookover et al. 1979), and a few attempt to expand the concept of
culture by locating it within an ecological perspective (see Anderson 1982).

u
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Admittedly, it is inaccurate to employ these terms imerchangeabh.. However,
for our purposes the phenomena all these terms represent can legitimately
be included within the concept of culture. TherefOre, to reduce confusion we
use culture here to refer to those aspects of the school that generally reflect
or sructure the guiding belie& and daily behavior of staff and students.

A second difficulty in examining school culture arises from the lack of
precision with which we can evaluate culture at the budding level. Readily
available and easily used instruments are not yet widely available to assess the
nature of a school's culture. Of those that are reasonably accessible, few
appear 1.o be have been submitted to rigorous tests for reliability or validity
Guzzetti 1983). However, at least two instruments (Connecticut State Depart-

ment of Education's school effectiveness questionnaires; Santa Clara County
Office of Education's basic school profile) seem to differentiate among
schools and can serve as models for other schools and districts. At a more
informal level, however, even the casual visitor can detect variations in the
"feel" of a school, variations that we argue are due to the differing cultures of
each building. The problem, of course, is how to make something that is
palpable and powerful, but difficult to quantify, work for us (Deal and
Kennedy 1983).

Before suggesting a framework for assessing building culture, here is a
summary of what the present knowledge base tells us about school culture.'

School culture does affect the behavior and achievement of ele-
mentary and secondar... school students (though the effect of classroom and
student variables remains greater).

School culture does not fall from the sky; it is created and thus can be
manipulated by people within the school.

School cultures are relatively unique whatever their commonalities
(e.g., ser:se of leadership, clear and shared goals), no two schools will he
exactly allkenor should the be.

The elements of scnool cu!:ures interact with each other to produce a
whole that is greater than the sum of its parts; while individual aspects of the
school culture can affect a child for better or worse, it is the child's encounter
with the entire school culture that seems most influential.

Nrticularly, but not exclusively, at the secondary level, different groups
of students (subpopulations) experience the school's culture differently; simi-

See Anderson 1982, Bacharach et al. 1986, BrooL;over et al. 1979. Cohen 3983. Coleman
et al. 1982. Goat:tiat".i' /984. Hawley et al. 1984. Liebermat, .ind Miller 198-t, Lightfoot 1983, Lipsitz
i98-1, MacKenr.k. 11C483, Purkey and Smith 1983. Rosenholtz 1985, Rutter et al. 1979, and Sarason
19-1,
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larly, students' peer cultures andior community cultures may not be in har.
monv with the school's.

To the extent that it provides a focus and clear purpose for the school,
culture becomes the cohesion tIvi bonds the school together as it goes about
its mission.

Though we concentrate on its beneficial nature, culture car be coun-
terproduelive and an obstacle to educational success; culture can also be
Oppressive and discriminatory for various subgroups within the school.

Lacting. fundamental change (e.g.. in organizational process or teacher
behaviors) requires understanding and, often, altering the school's culture;
cultural change is gent !nil. .1 slow process.

The Characteristics of a Healthy School Culture
With these summary statements in mind, we turn to the components of a

school culture that are conducive to teaching and learning. The specific list of
components can vary depending on whose research is cited. We think that
there is insufficient evidence to permit selecting any one portrait as the best
analysis. Moreover, there is a great deal of similarity among the portraitsfor
example, all include strong leadership (though the potential sources may
vary), all emphasize order and discipline (though the conceptions of an
orderly environment may vary), and most acknowledge the importance of
collaborative work and planning (though the extent to which decision making
is democratized may vary).

It could be argued, therefore, that choosing a description of an effective
school culture is largely a matter of institutional preference. School improve-
ment then becomes a matter of using the list of research-based characteristics
as a tool to assess the school's culture and as a guide in generating a coherent
and systematic plan that mobilizes the school's staff to collectively work
toward specific goals.

However, different descriptions of effective school cultures reflect some-
what different assumptions about the educational outcomes that are valued or
given precedence. For example, some lists emphasize basic skills acquisition
(e.g.. Brookover et al. 1979. Edmonds 1979) and are not concerned with
changing the nature of the school as a workplace for the staff or with reducing
alienation by fostering community feeling among staff and students. In that
light, the choice of a particular portrait of an effective school culture is
important. precisely because it shapes the process and content of the change
process. With this influence in mind, we have selected the 13 characteristics
presented by Purkey and Smith (1983) that were developed out of a cultural
perspective on school change. Implicit in their conceptualization is an orien-
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tation toward academic achievement as a valued student outcome and toward
staff collaboration and shared deciYion making as a means of improving the
quality of institutional life in schools.

As described by Purkey and Smith (1985. pp. 358-359), the 13 charac-
teristics of a good school culture are as follows.

1. .ticboo/ site management and democnitic decision making Staffs of
each building are given a considerable amount of responsibility and authority
in determining the exact means by which they address the problem of
increasing academic performance. This includes giving staffs more authority
over curricular and instructional decisions and allocation of building re-
sources.

2. Leadership. Though we are suspicious of the -greld principal- theory,
strong leadership from administrators, teachers, or integrated teams of both is
nec.ssary to initiate and maintain the improvement process. Lacking indige-
nous leadership, outside change facilitators must he provided.

3. Staff stability Frequent transfers are likely to retard, if not prevent,
the growth of a coherent and ongoing school personality, especially in early
phases of the change process.

-I. Curriculum articulation and orgwdzation. A planned. wordjnated
curriculum that increases the amount of time students spend studying basic
skills and other academic disciplines is likely to be more productive than the
broad curriculum common in many sch3ols today A rich, in-depth curricu-
lum at the secondary level that challenges all students, though not directly
suggested by the effective schools literature. may be preferable to the super-
ficial study of many subjects (Sizer

-S. Staff detelopment. Schoolwide staff development is ongoing and
linIcs the expressed concerns of the staff to the sc:tool's specific instructional
and organizational needs.

6. Parental imoltemen! and support. Though the evidence is mixed in
the area of parental involvement in daily school activities, obtaining parental
support of school homework, attendance, and discipline policies is likely to
influence student performance positively. perhaps by increasing motivation.

Scbooiwide recognition of academic succes Publicly ho.toring aca-
demic achievement (including showing improvement, as well a; reaching
standards of excellence) and stressing its importance encourage students to
adopt similar norms and values.

8. Maximized learning time. More of the school day and more of the
class period are devoted to active learning activities in academic areas: class
periods are free from interruptions and disruptions.

9. Di:strict support. Fundamental change, buildinglevel management,
staff stability, and so on. depend on support from the district office: district
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recognition of school staffs' effoas and the provision of necessary resources
are necessary to the improvement process.

i 0. collaboraMe planning and colkgial relationships. Change attempts
are more successful when teachers and administrators work together; col-
legiality breaks down harriers between departments and among teachers and
administrators, encourages the kind of intellectual sharing that can lead to
consensus, and promotes feelings of unity and commonality among the staff.

11. Sense of community Schools build feelings of community that con-
tribute to reduced alienation and increased performance of students and staff
alike.

12. Clear goals. and high expectations common!). shared. Schools whose
staff agree on their goals (e.g., academic achievement ) and expectations (e.g.,
for work and achievement from all students) are more likely to be successful
in that they have channeled their energy and efforts toward a mutually agreed
upon purpose.

13. Order and discipline. The seriousness and purposefulness with
which the school approaches its tasks are communicated by the order and
discipline it maintains in its building and classrooms; rules are established by

.atual agreement, consistently and fairly enforced.
This list is not intended to be a blueprint that must be .religiously

followed. We suggest that schools use these characteristics as indicators of a
healthy school culture and operationalize them by turning them into princi-
ples. Making these characteristics principles that can guide behavior creates
the mindset that this is something to do, not simply a static list to evaluate a
school or its staff

Viewed dynamically, these characteristics become the means by which
student performance can be improved. For example, we regard faculty collab-
oration as one sign of a good school culture (see also Lipsitz 1984, Rosenholtz
1985). At the same time, collaboration is also a vital mechanism for forging a
common purpose, stimulating experimentation and innovation, and enhanc-
ing staff professionalism. If, when assessing a school's culture, it becomes
obvious that there is no evidence of collective work toward mutually valued
goals, then a project to establish collaborative relationships among the staff
would be one target for an improvement project.

As another example, order and discipline are necessary ingredients of a
school culture that encourages academic achievement (e.g., see MacKenzie
1983). If this element is missing, then strategies designed to establish it migh:
be given priority in the early stages of an improvement projea. One such
strategy might be to use staff teams (or staff and student teams at the second-
ary level) to collaboratively devise ways to increase faculty control and student
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compliance. Here, collaboration is primarily a means to another end, yet the
development of an increased capacity for and tendency to engage in collective
problem solving is likely to result from this effort to institute better discipline.

Finally, these two examples highlight the interrelatedness of these 13
Inracteristics and the fact that they can serve, at different times in the change

pr,)cess. as means or ends or even both at once. Indeed, the strength of this
approach to school improvement stems from its cultural grounding and from
its merger of process and product.

Guidelines for School Improvement
As the preceding discussion has indicated, the first step is to assess the

school's culture using the 13 characteristics (or another research-based
theme) as a guide. Our principle here is that change without solid informa-
tion on the nature of the school as it now exists is likely to be mindless
activism and an endlessly frustrating task. Following the dictum, "If it ain't
broke, don't fix it," we urge that wholesale cultural change not be undertaken
unless the situation clearly demands it. In most schools the cultural assess-
ment will 'red flag" a few areas of weakness where the change effort would
be most profitably directed. While comprehensive change may ultimately be
necessary to bring about the fundamental reform of schools (which is not the
issue here), a selective change effort aimed at specific cultural targets is a
more realistic endeavor for most schools.

Since our conception of culture stresses beliefs and practices ("the way
we do things around here), it follows that changing schools essentially
means changing what the principal players in the learning process value and
do regarding school. This is not easily accomplished, nor can it be done in
the span of a few months.

Adopting a cultural perspective at the school level also means that
attention must be paid to the peer culture of students, especially in secondary
schools. Since student peer culture so strongly influences student perform-
ance, school staff members must be cognizant of whether the dominant peer
culture adds to or detracts from the school's mission. In other words, how
students see themselves in the context of the school, the extent to which they
value academic success or willingly comply with school rules, will affect their
achievement. Even though many of the determinants of peer culture lie
outside the school's control (see Ogbu 1978, Wi:lis 1977 ), schools can have an
impact. So, in assessing the school's culture, staff members must also assess
the dominant student culture and look for ways to mesh the two to make
them mutually supportive of the school's mission.
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Hna Ily, symbols, rituals. and even myths pby an important role in
organizational cultures (Pettigrew 19-9 ). Rituals or ceremonies contain mes-
sages about values and about the relative importance of a school's many and
often conflicting, goals. Moreover, rituals provide a -shared experience Of
belonging- (Ikfttigrew 1979. p. 576 ) and thereby contribute to identification
with the school community By expressing and reinforcing what the school
values and by publicly acknowledging accomplishments, such ceremonies
and symbols socially legitimize the school mission. As examples, academic
pep assenthlies, award banquets for families of students who have met
personal improvement goals, and professional recognition and advancement
for collaborating groups of teachers making extraordinary contributions to
the school can be used to help manipulate the school's culture.

Returning to an earlier theme, the use of ceremonies is not a viable
substitute for comprehensive change. Nevertheless, creating and using cul-
tural symbols is not a difficult undertaking, and the efficacy of such symbols
within an organization is probably best illustrated by the importance attached
to them by many of the nation's most profitable corporations (e.g., see Peters
and Vtterman 1982 ).

Concluding Thoughts on School Culture
We have digressed some distance into the area of school culture given

that the focus of this book is on district organization. We think this excursion
necessary School culture and district culture are not one and the same.
District culture sets the parameters within which school culture exists, and to
some extent the two have a reciprocal (but largely unexplored) relationship.
However, cultures differ across schools even within the same district. More
importantly, school cultures are distinct from that of the district; the elements
of a productive school culture are not necessarily identical with the compo-
nents of a healthy district culture. Given the importance of culture to organi-
zational effectiveness, it is essential that educators at all levels of the organiza-
tion understand the nature and role of the school culture.

With this common understanding of the role and importance of school
cukure as a basis, we now turn to the topic of school leadership. While the
discussion is focused on principal leadership, we will return to issues raised
in this examination of school culture. In so doing, we will suggest a structural
means to solidify the notion of school culture by the use of schoolwide
problem-solving teams and decentralized decision making. We will also
incorporate into the discussion themes (e.g., strategic p,anning, empower-
ment) that have been raised in previous chapters.
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PRINCIPAL LEADERSHIP

In the nonrational world that confronts educational Organizations, the
characteristics and behaviors desirable of leaders at the district level are
equally appropriate for leaders at the school level. However, because there
are obvious differences in the arenas in which central office and building
leaders act. in their specific responsibilities, and in their relationship to
resources and district policy decisions, it is helpful to look more closely at
effective school leadership.

While it is not possible at this time to causally link principals' actions to
the practices of teachers and the achievement of students (Manasse 1985),
there is a growing conviction that certain behaviors by the principal are
necessary, if not sufficient, to creating and maintaining good schools. We
support this assumption. but we begin with tive points that must be remem-
bered when discussing the role of the principal.

Five Cautions
1. While it seems to have become the common wisdom that principals

are tbe key element, the principal is not, in fact. the only person who can
provide leadership, especially leadership for school improvement (e.g., see
Barth 1980. Gersten et al. 1982. Hall et al. 1983, Lieberman and Miller 1984,
Purkey 1984 ). Not only is this a tremendous burden, given the demands of
managing a school's daily affairs, but few principals have received the training
that would equip them to be reform leaders, and the skills involved in
administering the daily routine are likely to be different from the leadership
skills required for innovation. To be sure, leadership is essential to the
success of our schools, principals are advantageously positioned to provide it,
and change is unlikely to happen in schools without principals' support.
Nevertheless, leadership can come from teachers and other administrators. In
this sense, good principal leadership may at times consist of finding, publicly
recognizing, and supporting by word and deed the leadership of others in the
school.

2. There is a tendency to describe the style of exemplary principals in
stereotypic masculine terms leading to the presumption that all principals
should resemble CEO's in industry, or be autocratic captains of an educational
ship. Not only is there evidence that the style of effective principals may vary
(e.g., Hargvove et al. 1981), but there is also evidence that leadership can
assume another voice that, among other things, is more democratic and more
sensitive to relations among people (Adkison 1981, Kanter 1975, Lightfoot
1983). The perceived need for a tough, mascuhr e image places a straitjacket
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on principals as they develop a personal style. More importantly, the mas-
culine style is conducive to the myth of the rational organization (Borman and
Spring 1984) in which strong leaders take unyielding stands. buttressed by
certain knowledge in a one-best-way that is to be faithfully carried out by
those beneath them. As we have argued, this is an inaccurate model of school
organization, the more so kecause it does not square with the nature of
principals daily work.

3. Not only style but specific behaviors may vary among equally effective
principals ( e,g., see Duke and Imber 1983, Hansen 1979, Rutherford 1985).
School contextwhich includes items such as the socioeconomic status of
the schook population, the amount of community support or pressure, the
history of reform efforts in the building, and the state of the relationship
between teachers and administratorsis likely to strongly affect what a
principal should (and can) do in any given situation. lb think otherwise is to
assume that schools are identical. While we argue that sound managemer.,
principles are consistent across sites, it makes little sense to seek specific
behaviors that must be universally and routinely applied.

4. What effective principals do in schools as they are presently con-
stituted may be different from what they would do in institutions having an
alternative organizational structure. For txample, one image of an effective
principal today is often of someone who bucks the system, who is a sort of
maverick. Va2 suggest this stems from the limits and inadequacies of the
rational, bureaucratic model adopted by the central office, which can often
result in principals having to go their own way in order to accomplish their
schools' goals. If schools and districts were to acknowledge the reality of the
nonrational model, and conduct themselves accordingly, it is likely that new
behaviors or skills would be demanded of the effective principal. At the very
least, we must be wary of developing iiss of behaviors or skills derived only
from what principals now do without paying attention to what good leaders
do in organizations that more closely resemble the decentralized model we
have been advocating.

5. The above comments about maverick principals notwithstanding,
good leadership at the building level requires the support of the central office
(Purkey and Smith 1985). Dumping the entire responsibility for educational
excellenc,-.! on the building principal on the grounds that he or she must
become an instructional leader is not appropriate. Principals need assistance
and training to learn leadership skills, they need support as they experiment
with new forms of administering the school, and they need access to re-
sources to enable them to implement their policies and programs. In discuss-
ing his management theor); Deming (1982), whom the Japanese credit as the



THE NONRATIONAL MODIT AH11E1110 '11W. S01001.

architect of their post-war industrial renaissance, asserts that in all cases oflow quality ( and productivity) the problem is in the system and only the top
management con alter the system. Applied to educational organintions, this
means that the superintendent and senior staff assuni i. major responsibility
for creating the conditions under which effective leadership can emerge at
the building level.

Effective Principals
With these five points in mind, the simplest thing that can be said about

effective principals is that they act so as to bring about the characteristics of an
effective school. That is, they attempt to establish a culture that encourages
and facilitates teaching and learning. To accomplish this, a principal uses
particular skills, engages in certain behaviors, and adopts specific attitudes allof which may vary according to the situation. Recently various researchers
have compiled rather convergent lists of these skills, behaviors, and attitudes
(e.g., see Manasse 1985, Rosenholtz 1985, Rutherford 1985, Saphier and King1985). These elements are then combined as principals carry out the tasks
and assume the appropriate roles necessary to build a productive school
culture. While different researchers emphasize different tasks and roles, there
is general agreement that establishing a positive school culture involves skills
related to the roles of manager, teacher, facilitator ( i.e., human relations
skills), politician, and analyst (e.g., Cunningham 1985, Sergiovanni 1984; see
Cuban 1985 for a similar discussion of the roles of superintendent). These
tasks and roles are found to be interrelated as well, which raises the point that
principals may not need to be equally adept at every role or task since
strength in one may well compensate for weakness in another. (Principals
might concentrate on what they do well even as they seek assistance in
improving their ability in other areasthey need not despair if they are not
super-principal.)

RELATIONSHIP BETWEEN EFFECTIVE SCHOOLS
AND EFFECTIVE PRINCIPALS

To help clarify the relationship between effective schools and principl
leadership, we turn to six areas in which the descriptions of each overlap.

First, both literatures recognize the importance of culture. For schools, a
arlture that supports teaching and learning is the mechanism that promotes
tigh performance. School culture can also promote attachment to the school
is an institution. Principals, therefore, should be able to assess the school's
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existing culture and understand the levers (symbols. ceremonies, rituals, etc.)

by which inappropriate cultures can he transformed and productive cultures

maintained
,..concl. both literatures acknowledge the importance of local responsi-

bility and control. In schools, a measure of autonomy is deemed necessary to

"fit- the school to varying environmental, political, and historical conditions,

At the same time, giving the staff responsibility for the school's organizational
health leads to ownership and commitment and may be a prerequisite to
releasing the innovative spirit within the school. Charzcteristically, effective

principals assume responsibility for making their school "work.- These prin-

cipals seek and seize every opportunity to do what they think best for the
school .onletintes even in the face of obstacles within the central office.
Clearly, school site management is critical to a principal's ability to forge a

responsive school culture.
Third, both literatures assert the importance of commonality of purpose.

In schools, clear and shared goals provide unity, help channel and target
resources within the school program, can foster collaboration, and establish
criteria for school success that permit assessment of progress. Applied to
principals, this takes the form of a clear vision of what the school should be,
which is translated into concrete objectives and communicated to the staff in

stIcil a way as to influence what they do in their professional roles. For both

the school and the principal, written school improvement plans can be a road

map for creating and realizing a shared vision of what the school should be.
(See Purkey 1984 for an example of the use of school improvement plans in a

secondary school effectiveness project.)
Fourth, both literatures assume the importance ofcollaborative relation-

ships and democratic decision making. Even though collaboration and shared
decision making are not identical and one can exist without the other, both

are essential to the su, :essful implementation of educational change, both
are thought to increase job satisfaction, and both are conducive to an environ-

ment of experimentation and mutual assistance. Effective principals, by exam-

ple and by policy, support collaboration and involve staff in decision making.

More concretely, they adopt the principle of empowerment (see Chapter 7)

and establish participative teams, wherever possible, to solve problems and
make decisions that affect the entire school.

Fifth, both the literature on effective schools and that on effective princi-

pals address the issue of stability In schools, stability means that the staff stay

together long enough to become familiar with each other, their students, and

the school's structure and purpose. Achieving some characteristics of good

schools (e.g., collaboration, community) requires extended time, and change

by its very nature is a risky enterprise. Without knowing that they will he at the
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school for the long haul, staffs may find little incentive to take risks, even
under pressure from the central office or the community; under such condi-
tions, people play it safe and go by the book. Correspondingly. effective
principals should take a long-term, patient view and seek to drive out fear of
risk taking and innovation (and, we would add, are themselves not rotated
from building to building as they move up the administrative ladder ).

Sixth, both literatures emphasize the importance of maximized learning
time. This takes a variety of forms in schools but certainly includes the
maintenance of discipline and safety, the protection of the instructional pro-
gram from interruption and interference, and the fullest use of the time
available for learning. Principals need to ensure that these conditions are met
and provide the resources teachers need to take advantage of their allotted
classroom time. Effective principals also actively seek knowledge about cur-
riculum and instruction that can be used to enhance their leadership as well
as raise the level of staff members' teaching efficiency and effectiveness.

Three Leadership Principles
Assuming that a school leader has become familiar with the literature on

principal leadership and school effectiveness, and is aware of the high degree
of congruence between them, what next? Unfortunately, there are no formulas
that can be applied to the principalship. There are certain principles, how-
ever, that can offer guidance, even if they do not provide specific instructions
in all cases.

One such principle, already mentioned, is to avoid the "if only" tendency
of thinking that better teachers or a new instructional technology will solve a
school's problems. The experience of the Chicago Public Schools with mas-
tery learning (Olson 1985) should be warning enough that technologies, by
themselves, cannot turn schools around. Also, unless there is evidence that
the teachers are simply not trying to educate their students, it is unlikely that
exhortations or goals posted as quotas (all our students will score above the
25th percentile!) will accomplish much. Instead, a more productive approach
is to analyze the school's culture, determine what aspects of it (e.g., expecta-
tions, communication patterns, incentives) are obstacles to teaching and
learning, and then intervene where necessary Moreover, altering the struc-
ture and process of the school as an organization is likely to prove easier (but
it is no easy task) than attempting to "fix' individual teachers or assemble a
staff of master teachers (see O'Toole 1981).

The second principle is to think politically about how to get staff working
:ogether (Bacharach and Mitchell 1986). To think politically in this context
-neans to analyze the school, not only culturally; but also in terms of its
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various constituencies and its key actors. ( This is %ery similar to what we have

called strategic planning at the district level.) One constituency in many
secondary schools is the coaches, another is the "old guard- who have been

in the school seemingly forever, and a third might he the "activists." the
teachers who, as a group. are most receptive to innovation if they perceive it

to he in their students' best interest. Other constituencies cluster around
departments. academic versus vocational programs, and so on. At the ele-

mentary level the dynamics are usually less complicated. but here, too.
interest groups can be identified, perhaps involving a division between upper

and lower grade teachers or between newer (often younger) teachers and the

school veterans.
To get staff to work together in such a situation, it is necessary to

recognize the existence of these interest groups, to identify the influential
staff within each group ( keeping in mind that people often belong to more
than one interest group). and to form teams that cut across these organiza-

tional segments (see Kanter 1983).
Improvement projects will often tread on the toes of one or another

interest group. For example, altering course requirements to raise the num-

ber of academic classes a student mus: take will very likely encounter
opposition from teachers whose classes are not counted as being academic.

While a political strategy and team building approach will not do away with

objections and conflict, it offers a way of successfully managing such disputes.

Applying these principles requires information about the school's
culture and usable data on student performance. A general awareness of what

is happening throughout the building and in its classrooms, which can be

obtained only by walking around and talking with staff and students, is also

necessary to the team building strategy Note that recent commentators on
educational quality have suggested that schools, for all the data they collect,

are information poor when it comes to having useful indicators of cultural or
systemic troublespots (e.g., see Goodlad 1984). At the same time, awareness is

often listed as one of the characteristics of the effective principal ( Manasse

I 985).
Another aspect of what we call political thinking, and which contributes

to building awareness, involves listening to the staff to find out what barrieN
exist that prevent them from teaching and from taking pride in what they do

(Deming 1982). Principals must search for problems (and encourage their
staff to do likewise). Though this may have a negative connotation for some, it

is another dimension to the development of staff willingness to take risks
(Giacquinta 1975) and is likely to contribute to the climate of experimenta-

tion and continuous change found in successful schools (Little 1982). Prob-

lems exist in all schools. Acknowledging that problems exist, responding to
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staff perceptions of problems. and jointly seeking solutions are all aspects of
political behavior that build trust among the staff and serve as a necessary
precondition of fundamental change.

To think politically also means to recognize that a vague vision without
an accompanying constancy of specific purpose leads tt, frustration and
cynicism (Deming 1982). Bombarded with fads and passing fancies, teachers
(and administrators ) find it all too easy to adopt a "this too shall pass"
mentality Since meaningful change does not magically appear overnight,
constancy of purpose is essential to the long-term effort needed for school
improvement. Moreover, constancy of purpose demonstrates to the staff that
principals do what they say they are going to do when thq said they would do
it. This form of integrity helps to inspire trust on the part of the staff, which is
necessary to risk taking and hence innoration.

The third principle is to empower others. The team building approach
indicated by a political understanding of schools assumes, too, that decision-
making power will be decentralized. Since the strategy of empowerment is
treated in considerable depth in Chapter 7, we confine ourselves here to
noting that delegating authority and democratizing decision making contrib-
ute to greater flexibility (via school site management) and greater responsibil-
ity for school reform at the school level (Purkey and Smith 1985). Simply put,
people naturally have a greater investment in, and commitment to, those
decisions that they participated in making. Whatever else empowerment
accomplishes in terms of, for example, enhancing staff professionalism, it is a
powerful mechanism for generating ownership by the people in whose hands
success or failure inevitably rests.

Rarely will principals be able to single-handedly turn a school around.
The principle of empowerment rests upon the postulate that getting staff to
work in concert toward a common goal is likely to be much easier to the
extent that they are meaningfully involved in the selection and implementa-
tion of school improvement projects. The dilemma of empowerment, and
consequently a key leadership task, is to avoid the "too many cooks spoil the
broth" phenomenon, thereby diluting reform to the point that serious change
is not attempted. Empowerment, therefore, does not mean the abdication of
authority or the relinquishment of leadership; leadership is essential to the
implementation of significant innovations. Empowerment does mean, how-
ever, giving others the opportunity and responsibility to gain and wield
influence.

Concluding Thoughts
We close this discussion of principal leadership with two observations.

First, although we draw heavily upon lessons from the private sector in
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describing principal leadership, schools, unlike most corporations, arc public

service organizations. In the end, the sole criterion by which the success of a

corporation is judged is its profits. Schools, however, must meet equity

criteria, and they have an obligation to be a healthy environment for the
developmental growth of students (and stain Without belaboring the point, in

the attempt to achieve educational excellence there is always a danger of
overlooking issues of equity and quality of institutional life. Efficiency and cost

effectiveness are always paramount to a profitable corporation; they may not

always be as critical to good schools. Along this vein, we agree with Manasse

(1985) that it is an error to think of leadership skills and characteristics apart

from how and to what ends they are applied. If the aims of education are
inappropriate, then the best leadership will amount to little.

Second, teachers and other school administrators possess an ideok)gy

have undergone training, and have accumulated a wealth of experiences. They

tend to assume that !hey have an expertise that entitles them to a great deal of

autonomy and discretion in meeting the needs of students. This sense of
professionalism will mediate even the most forceful, dynamic leadership. And

it should do so, albeit within limits, since the point is not to generate an
employee mentality but to empower staff to take a more active, responsible
role for the well-being of the whole school, as well as for each of their
students. This professionalism partially accounts for the debate, negotiation,
and compromise endemic to the nonrational model of school organization.
Our view of school reality sees this as necessary and even healthy, but it
complicates the task of providing effective leadership toward a unifying vision

of what the school should be.
However, listening to the staff and gaining a picture of the school as they

see it with all its perceived strengths and weaknesses can be instrumental in
forging a common vision. While the principal is ideally situated to formulate

and articulate, as well as shape, the school's goals, good leadership involves
engaging the staff in forming that common vision.

In this section, we have suggested three principles that can guide the
principal in acquiring and applying the skills ..nd characteristics necessary to

leadership in a nonrational organizational world. First, we urge that principals

refrain from "if only" searches for quick-fixsolutions in hopes of escaping the
hard, time-consuming work necessary to creating a productive school culture.

Second, we urge principals to think politically in the broadest sense of the

term as they seek to understand and then change the schooEs culture. Third,

we encourage principals to empower others and spread the responsibility for
school success throughout the organization, thereby tapping the talents and

energy of all.
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Restoring Efficacy to
Schools in a

Nonrational World

INTRODUCTION

Ve began this book by demonstrating that times are difficult for edu-
cators. Change, ambiguity, and crisis are the normal state of affairs. Educators
have experienced a declining sense of efficacy as they attempted to apply old
organizational models to this new state of affairs. Within the old model,
despite the best intentions and vigorous efforts, educators experience less
ability to make a positive difference in the lives of their students. Efforts seem
frantic and results seem fragmentary: attention is divided in manv contradic-
tory directions. Things just don't seem to cohere any more. In the compelling
image of the Irish poet William Butler Yeats, "Things fall apart; the center
cannot hold- (Rosenthal 1962).

Throughout our discossion, we have said that, in order to restore this
center and a sense of efficac); educators must:

1. recognize the nature of the changes occurring in the world that forms
the environment for elementary and secondary education:
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2. recognize that there is a way of t1.7inking alxmt and wit1.7in our
educational organizafions that may be more helpful than the traditional way:
and

3. learn and use new strategies for setting goals, making decisions.
planning. distributing power. structuring the organization, leading the organi-
zation, and thinking about teaching.

These ideas are based on a belief that organizations in general and
educational organizations in particular are dependent on the context in
which they are developed. We have characterized that context as one of rapid
and massive social change. Such a context requires an organization that on
adapt and adopt, if the organization is to be innovative, productive, and of
high quality Vt. have contended that the integrated structures of the nonra-
tional organization provide great promise for the effective education of
multiple constituencies in a context of change.

We have argued that the nonrational model is a more powerful approach
for dealing with our changing social reality than is the traditional rational
model, partly because it pays systematic and continuous attention to current
contexts. The rational model fails to include this activity except in a periodic
fashion. As an additional liability, the rational model leads to the creation of
bureaucratic and segmented organizations. We have said such systems are ill-
adapted for responding to present realities. In order to reestablish the
context for these conclusions, let us briefly reiterate the nature of the changes
facing education. This context creates the need for the nonrational model.

SUMMARIZING CHANGE

Changes in People

Thinking of schools as cultural phenomena ( another way of saying
contextually dependent), we began our discussion by demonstrating that
significant social change is altering American society and our schools. Perhaps
most notable are the demographic changes the society is experiencing.
Students entering our schools are a vastly different group than they were even
ten years ago. There are more minority students, more poor students, and
more students from troubled backgrounds and nontraditional families. The
social demography is further complicated by changes in immigration patterns
and by changes in the age makeup of the population. The constituency that
has a direct stake in education has diminished, as the number of families with
children has declined to less than 30 percent.
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These stuuents represent a daily challenge to their teachers and princi-
pals. Mu) have also changed. Educators as a group are older, and are going
through life stages that may make it difficult for them to adjust to this new
generation of students. One near-term consequence of this demographic
siwation will be a need for vast numbers of new educators to replace those
who are retiring and defecting from the teaching and administrative ranks.
Many of these people are leaving because of disillusionment and a reduced
sense of efficacy in the context of the changed social realitt: To define efficacy
yet again. but in a slightly different way than previously it is the power tomake a positive difference, and we suggest that it comes from gaining
coherent, consistent, effective, and positive results from onels professional
actions.

Changes in Experations
Both legislative and local community expectations for schools have

grown, and often these present conflicting demands. Resources to meet these
demands are short: fiscal crisis is the norm, compounded by both the
economic and social impact of collective bargaining on the culture of schools.
The sense of frustration and ineffectiveness grows as educators try to respond
to confusing expectations.

We said that one source contributing to both a sense of ineffectiveness
and actual mediocre p;..rformance has been the clinging to outmoded as-
sumptions about how organizations function. We presented alternatives toth,,se assumptions.

Changes in Thinking about Organizations
The Rational ModelHow Things Really Don't Seem to Wbrk. We arguedthat a disorienting, disintegrating, or incoherent state of affairs arises from

imposing an outmoded model on our educational system in a world that has
significantly changed. We called this model the rational model, and presented
it straightforwardly in Chapter 2. Hallmarks of this model are:

an orientation toward a single set of stable goals.
a belief that power is a fixed entity flowing from the top down through

a tightly coupled and segmented structure,
logical decision making that carefully chooses the single hest path

among all available options informed by all relevant knowledge,
operation in an environment that is stable and predictable, and
a view of the teaching process that reduces that process to a single setof best practices.
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It is important to reiterate that the rational model is how many people
feel school systems sbould run and how the best ones du run. Our point has
been that the former is not possihle and the latter not true.

The Abarational Thingc Really Seem to WOrk. It is clear
that no explanatory framework can provide all the answers, hut the ?antra-
tional framework provides the potential for more productive and higher
quality work in a time of rapid change calling for adaptation and innovation.
The nonrational model has its hallmarks too. First, we reiterate that nonra-
tional does not mean irrational, and that schools do have a central mission
to improve learning and the quality of life in schools. Vithin that mission
however:

Goals can be multiple, competing, contradicton; ambiguous, and
promoted hy a variety of interest groups. Goals are chosen as much hy their
power to command attention as hy their intrinsic importance.

Decision making is closely tied to goal definition. Problems com-
manding the most attention get flagged for a decision. Final decisions are
made from a limited range of options in a last-minute flurry of negotiations
and compromise. Prohlems that ultima:ely are most important to the mission
may he ignored if they can't command attention, either because they have no
effective spokespersons or hecause they I-ix too sensitive to be confronted
directly

Power is an open-ended entity, available throughout the organization
to those who have access to resources.

The external environment is volatile and unpredictable; it intrudes at
all points in the process.

There is a range of situationally appropriate teaching methodologies.
The connection between policymaking and classroom instruction is

tenuous and loosely coupled.

Realizing the troubling nature of this view of the world, especially when
contrasted with the appealing orderliness of the rational approach, we spent
some time restating our helief that the nonrational view is a more accurate
representation of reality; hence it is a more sensible approach to organiza-
tional life in a world tilled with change and uncertainty I-Whaps the key to this
part of the discussion is the reminder that schools now serve multiple
constituencies. In the past, education's constituency was more uniform in its
background and goals. Given multiple constituencies, our approach to goals,
decision making, power, external environment, the teaching process, and
centralized authority seems to make a better fit with that reality

Amid the frequi'mtly shifting perspectives of the nonrational model,
however, one of our most important points has been that nonrational decision
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makers need to be analytical. systematic. and logiA. Hut these kills, ex-
ported from the rational model, take on new meaning in a nonrational world
when they require augmentation by such strangers to the rational model as
intuition, vision, and insight. These latter skills were pivotal in our discussion
of nonrational leaders and how they integrate raconal and nonrational skills
into a unified complement of leadership behaviors.

Let us recall three areas of the nonrational model where leadership can
be exercised.

SUMMARIZING STRATEGIES OF THE
NONRATIONAL MODEL

The Itnportance of Culture
Given our belief that schools are cultural phenomena. it should not be

surprising that understanding the culture of the organization is one of the
most important activities in the nonrational approach to organizations. We
defined two dimensions of cultureguiding beliefs and daily behaviorand
provided tools for identifying these dimensions. Vve also provided an ap-
proach for using these dimensions to assess the health of the culture.

Strategic Planning
For those who feel that the nonrational model represents an irresponsi-

ble approach to organizations, the chapter on strategic planning should have
served as an antidote. Strategic planning does emphasize logic and analysis,
but is a much more subtle and complex process than the artificial periodic
and linear exercise of planning in the rational model. Our contrast of the
production of master plans with masterful planning is more than just phrase-
making. A strategic plan is dynamic, and is constantly being monitored,
interpreted, altered. improved, and, above all, implemented. The skills and
knowledge needed to carry it out are more demanding than rational master
planning. The emphasis on qualitative data, the need for both external and
internal analysis, and the four dimensions of external data-gatheringeco-
nomic, political, technological, and socialare enough in themselves to push
most would-be educational planners into unfamiliar waters.

Empowerment
In Chapter 7 we discussed empowermenta key concept if organiza-

tions are to be able to respond effectively to our changing environment and
the changing expectations of workers. We indicated that this was a key
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leadership behavior. By inference, effective leaders are willing and able to
distribute power widely to people in the organizxions: they do this by
creating the integrated systems we have discussed previously, and by assuring
that access to support, information, and resources flows throughout the
organization.

Leadership
Our discussion of leadership also emphasized the importance of the

context. \Xe purposely chose to avoid providing our version of the standard
list of leadership skills and qualities. Instead, we stressed the importance of
the effective leader adopting a more functional .?1(1 holistic way of thinking
about organizationsin short, the nonrational model. This approach re-
quired the would-be leader to understand and assess the world within and
heyond organizations. Then the lead:m- needed to develop a vision of the
organization's future.

A variety of approaches was needed to develop this vision. Again, rather
than providing a linear list of skills, we used four directional metaphors for
vision: foresight, hindsight, depth perception, and peripheral vision. We
suggested two important modes of thought in order to develop vision.
Effective leaders needed a systematic method of scanning, monitoring, and
interpreting events, in concert with a simultaneous past, present, and future
orientation. In seeking images to describe this way of thinking, we used
holistic conceptsthe hologram, or the gestalt. An integrated synthesis of
thought, with all faculties acting in concert, was what we were portraying.

The Nonrational Model at the Building Level
Because of the concept's importance in the current knowledge base for

effective schooling practices, building-level culture and leadership was ex-
plored at some length in Chapter 9. School cultures are not the same as
district cultures; their importance in determining educational quality makes it
imperative that educators who would he leaders understand how they func-
tion. presented 13 characteristics that can be used to assess a school's
culture. A major point was that effective principals create cultures that encour-
age and facilitate teaching and learning. Intriguing is the fact that the descrip-
tions in the literature of effective schools overlap with descriptions of effective
principals, an idea we will return to shortly

After assessing the school culture, we presented three principles for
akering culture: refraining from "if only" thinking, thinking politically and
envouering others. Principals who would be leaders will need to effectively
use these principles. Empowering others is the same concept as put forward

116



VINOD

RESTORING EFFICACY TO SCHOOLS IN A NONRATIONAL WORLD

for district organizations in Chapter Thinking politically is parallel to
strategic planning, discussed in Chapter 6. "If only- thinking is probably one
of the hidden hallmarks of the rational in, del. usually expressed in the form
of -if only- we could get more control over the students, "if only- we could
get more cooperation from the staff, or "if only- we could get more comput-
ers. This chapter discussed the important role that symbols, rituals, and even
myths play in school cultures, just as in all organizational cultures. Effective
leaders must have a clear understanding of culture's role in educational
organizations. Only then can they effectively employ strategies to alter the
culture and build effective structures.

CONCLUSION: INTEGRITY AND EFFICACY
The chapter on leadership concluded with a discussion of integrity as the

glue that holds the effective leader's actions together. We rett.rn to that
centralizing concept once again in closing this book.

The roots of the words integrity and integration are the same, meaning to
create unity out of diversity To integrate organizationally, socially, mathe-
matically, or any other way means to bring together disparate parts and make
them into a coherent whole. This coherent whole is differew; generally more
than the logical sum of its parts.

Similarly, as a human raft, having integrity means to deal with the many
challenges, problems, temptations, and possibilities of professional and per-
sonal life from a central point of view that integrates values, intention, and
action so that, while the specific actions of the person of integrity may
sometimes be hard to predict, the central value core, intent, and general
effectiveness of those actions are always predictable. The person's actions are
coherent.

A sense of efficacy arises when one knows that one's behavior is co-
herentthat intentions lead to the desired results and that the results are
worthy Trust and confidence arise in others when they believe theycan count
on coherence, competence, and integrity from superiors, colleagues, and
subordinates.

Integrity is a concept that can also be associated with organizational
behaviors, cultures. and beliefs. When the actions of the organization Lre
integrated, they have integrity And so, in the nonrational view of school
systems, not only is the skilled leader with integrity at the center, but the
system itself has this integrity, generated partly through its integrated systems.
To say that an organization has integrity is to say that it is put together well,
solid, and unshakable, with all components working in concert, and that it
keeps its promises.
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However, at the same time, the nonrational integrated organization re-
mains open to the external environment and internally flexiblethe adaptive
and innovative organization we have been describing throughout this book.

\Xlien spoken of in this Way, the organization begins to take on human
characteristics. Just as out of the complex integrated systems that make up a
human being comes a unified impression of that person, so, an integrated
organization conceived in the nonrational model takes on character. As we
mentioned above, it is intriguing that the descriptions of effective principals
conceptually overlap the descriptions of effective schools.

It is perhaps in this final anthropomorphic image of the organization inat
we create the proper feeling of integrated wholeness for which we are
reaching. The nonrational model, which uses the segmenting and analytical
skills of the rational model as part of its method for achieving organizational
understanding, goes beyond the rational model in developing the skills, often
intuitive, that reach for integration and integrity. In this way the nonrational
model encompasses the rational, and becomes a significant further step in
understanding and describing the complexity of human organizations. A new
and more complex integration is achieved; greater integrity is given to our
knowledge. The center will hold. From this central anchoring point comes a
new ability to make results in school systems match our efforts and intentions.
And just so, a sense of efficacy is restored.
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